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This study investigates the psychosocial effects of participation in an African American
cultural rites of passage program on African American female college students’ academic
achievement, self-concept and ethnic identity. This study is based oh the premise that the
inclusion of cultural ceremonies and rituals in the educational and socialization process will
improve the academic achievement, self-concept and ethnic identity in African American
female college students. The qualitative research techniques used in this study include
naturalistic observations and interviews. The primary methods of data analysis used are
coding and descriptive statistics.
The researcher found that the academic achievement, self-concept and ethnic identity
improved in over fifty percent (50%) of the participants during their participation in an
African American cultural rites of passage program. The conclusion drawn from this study
suggests that a rites of passage ceremony, when properly implemented, can be used as a
collaborative process which combines education and African American culture in facilitating
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Hilliard (1986) maintains that the greatest damage done to African people
worldwide as a result of slavery, colonization, segregation, and racism was the
distortion of their independent systems of socialization for their children. In today’s
society, many African American youth are being socialized under negative
circumstances, e.g., through gangs or through peers who have not themselves been
offered the opportunity for adult leadership. Contemporary rituals of passage such as
graduation from high school, becoming 21, sexual activity, smoking, and drinking are
all characterized as adult behavior but are unrelated to the developmental process.
These activities are usually practiced in isolation and thus the change is only
acknowledged by peers. However, when African American youth are given organized
rituals of passage, they have a distinct advantage in the maturation process. They are
able to recognize when childhood is over and when the responsibility of adulthood
begins.
Historically, rites of passage have been used by indigenous African societies to
facilitate the transition from childhood to adulthood status. The ambiguous
developmental stage that contemporary societies term adolescence was unknown in
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indigenous cultures. Instead, rites of passage was used to create a rapid and clearly
defined transition from childhood to adulthood (Eliade, 1958).
In the past ten years, many books, pamphlets, scholarly papers, and articles have
been published justifying and acclaiming the use of rites of passage by African
Americans as a tool to develop mature, responsible youth (Cohen, 1991; Lewis, 1988;
Shere, 1993; Warfield-Coppock, 1992/1994). In a number of cities around the
country, African American community organizations, churches, and schools have
established rites of passage programs designed to address issues related to positive
development and academic achievement. These rites of passage programs are both
strategies and systems which offer alternatives to drugs, school failure, teenage
pregnancy, suicide, black on black crime, low self-concept, gang violence, etc.
(Oliver, 1989; Nobles & Goddard, 1987; Diaz, 1991; Geiger, 1992).
The concept of initiation and rites of passage is as old as civilized human kind. It
emanates from the human desire to know, understand, make sense of the environment
and to move ahead or grow in many ways (Some, 1994; Cohen, 1991; Warfield-
Coppock, 1992, 1994). Traditionally, African rites of passages were processes by
which communities taught and reinforced all cultural beliefs, values, and practices.
The rites maintained one’s relationship with the Creator, ancestors, and nature
(Warfield-Coppock, 1990). Birthing rituals, naming ceremonies, puberty rites,
marriage, eldership, and death rituals all fall within the typical practices of a people
who understand and revere their relationship with the Creator and other spiritual
entities.
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Rituals and ceremonies are designed to help initiates find and develop purpose, to
link initiates to the African community, and to help initiates find their true sense of
self. Specifically, African centered rites of passages are rituals and ceremonies based
on spirituality, communalism, individual development, reciprocity, and generational
balance (Some, 1994). They occur at significant times, when individuals pass from
one state of being to the next (Some, 1994; Hill, 1992; Cohen, 1991). It is through
rites that a society/culture provides members with historical continuity,
responsibilities, and a functional rationale of the world (Coggins, 1996),
Cohen (1991), Hare & Hare (1985), Some (1994), Van Gennep (1908, 1960),
and Warfield-Coppock (1990, 1992, 1994) describe the rites of passage process as a
pattern of preparation, separation, transition, and reincorporation. During the rites of
passage process, the significance of patterns is to cultivate continuity. The role of
preparation is to ensure that initiates recognize and learn the importance of being a
member in society/culture and understand the necessary skills, responsibilities, and
expectations in order to fulfill their purpose within that society/culture. Separation
indicates that initiates are capable of demonstrating expected skills and responsibility.
Transition is when initiates progress from the status of nonmember to member.
Reincorporation is the acceptance of the initiates by the elders back into
society/culture to carry out and maintain their purpose within the society/culture
(Coggins, 1996).
Stewart (1989) contends that bringing persons from childhood to adulthood is
required for the survival of any social group. In Alex Haley’s eminently acclaimed
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novel “Roots.” Kunta Kente journeyed through a rites of passage process called Kafo.
The "Kafo" began for boys at age five and consisted of three five year-periods. Upon
the completion of the first two periods, boys were then ready to commence their
formal manhood training. Manhood training was considered to be the most important
period in a youth’s life. In the village of Juffure, every boy was required to go
through Kafo if he were to achieve manhood. Kafo was designed to be in harmony
with the environment and with the village culture; therefore, it consisted of hunting,
harvesting, physical fitness, and self defense. Girls were also required to go through
womanhood training which consisted of learning to do household chores, rearing
children, caring for the body, and embellishing their female attributes.
During manhood and womanhood training, sex instruction was taught to assist
boys and girls during puberty (Haley, 1976). In these societies, systems of rituals,
ceremonies, celebration, skills, training, and secrets became part of the process of
community initiation rites. Initiation rites were used as mechanisms to pass on
appropriate roles, responsibilities, values, customs, and behaviors to young adults
(Shostak, 1983). All training was taught by a council of elders who also passed on to
the youth those traditions and mores which were essential for the preservation of the
village’s culture.
Similarly, the Okiek people of Kenya perform initiation for girls and boys ages
14 to 16 beginning with ceremonial circumcision or excision. After this, they live in
seclusion from adults of the opposite sex for four to twenty four weeks. They paint
themselves with white clay and charcoal in order to appear as wild creatures. Certain
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secret knowledge is imparted by same-sex elders. The most important knowledge
concerns the cemaasiit - a mythical beast that haunts the initiates during their time in
seclusion. At night its roar can be heard, and the initiation is complete when each
youth has seen and held the instrument used for producing the roar and then produced
the roar themselves (Kratz, 1990).
Van Gennep (1908, 1960) and Cohen (1991) state that all societies have some
kind of rites of passage to ensure cultural self-consciousness. Macintosh (1995) and
Shere (1993) contend that rites of passage appear to be universal and a part of human
consciousness. Hence, it is possible to conceptualize rites of passage as the means
by which a society perpetuates its culture. Culture is an integral part of rites of
passage. Warfield-Coppock (1992, 1994) states that culture is perpetuated through
rites of passage, and rites of passage is only significant relative to its cultural base. In
the African American rites of passage process, culture is the major element which
connects philosophies and values to African heritage and ethos. Specifically, Coggins
(1996) defines the function of culture as: (1) providing a lens of perception or
cognitive framework in which to view the world; (2) defining collective and
individual identity, roles, and responsibilities and (3) providing a common language
or means of communication. Thus, a rites of passage is not a debutante celebration,
sorority, cotillion, or a coming out party. Rites of passage are cultural experiences
which require that ideology, education, training, historical continuity, responsibility,
and culture be taught prior to a celebration of welcoming to adulthood (Hill, 1992;
Perkins, 1986; Van Gennep, 1908, 1960; Warfield-Coppock, 1992, 1994).
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In addition to cultural and historical enrichment, African American rites of
passage programs focus on enhancing values and moral character, while incorporating
various activities designed to instill the importance and significance of becoming
responsible men and women in society (Some*, 1994; Warfield-Coppock, 1990).
Rites of passage is a symbolic process of “dying” or “crossing”; the taking of African
American youth through a passage; preparing African American youth socially,
emotionally, intellectually and culturally to be bom again into accountable men and
women (Perkins, 1986, 1989).
Broken down into its most basic elements, a rite of passage involves (1) a
separation from community/society, (2) preparation or instructions from an elder(s),
(3) a transition from child to adult, and (4) a welcoming back into the
community/society with acknowledgment of the adult status. The transition itself
usually takes place within the format of a ceremony. In most cases the ceremony
generally includes (1) literal and spiritual cleansing, (2) physical transformation,
(3) offerings, prayers, and blessings, (4) traditional food and dress, and (5) traditional
music and songs. Essentially, a rite of passage is a permission, right, or opportunity
to move to a higher level of human, social and educational development. This
permission is granted by the community/society and signifies the successful
completion of having done so.
The Problem
The history of educational achievement and advancement by African Americans is
an illustration of human triumph. This history extends from the years of slavery and
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was achieved in spite of the most adverse conditions ever confronted by any American
ethnic group. The story of how African Americans developed from the depths of
slavery, acquired work skills, personal discipline, and the complex knowledge and
value base required for achievement in a modem society is essentially an untold story
(Sowell, 1976). An examination of the suffering and misery experienced by African
Americans indicates that such a profound development is not an automatic process.
During the turn of the century. Historically Black Colleges and Universities
(HBCUs) became the incubators for the development of educational achievement and
advancement for African American people. With the establishment of HBCUs,
African Americans, as a race, were given opportunities to climb the socioeconomic
ladder from a point of negative zero to prominent status in society.
Educational achievement and advancement continue to be essential to the
progressive development of African American people. The African American dream
of social mobility has been dependent upon its institutions of higher learning to
produce successful leaders of tomorrow (Jones, 1989). Stem and Chandler (1988)
contend that the ability of America’s higher educational institutions to attract and
retain African American students is important to the nation’s success in achieving its
stated goal of equal opportunity.
HBCUs (as with any institution of higher learning) are charged with retaining,
educating and graduating students. A major task of administrators and other relevant
personnel of HBCUs has been to design, develop, organize, and manage educational
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programs which effectively support efforts to assess and respond to the basic
academic as well as social needs of African American college students.
Increasing numbers of African American students arrive at HBCUs with a strong
desire to achieve in school and life. However, they often fail to put forth adequate
efforts to accomplish these objectives. A question relevant to administrators and other
pertinent personnel is: What can be done to help these students reach their academic
potentials or motivate them to extend their efforts to accomplish their academic
objectives? This researcher addressed this question by delineating some of the
academic and nonacademic variables related to the academic achievement and social
development of African American female college students who participated in an
African American culture rites of passage program while attending a HBCU. The
factors that were addressed were cultural synchronization, academic achievement,
self-concept, and ethnic identity.
The assessment of college students’ academic performance and successes (often
operationalized as grade point averages [GPA] and graduation rates), has become
increasingly important to college administrators. In recent years, researchers have
questioned the validity of traditional academic predictors, e.g.. Scholastic Aptitude
Test (SAT), American College Tests (ACT), or high school GPA, particularly
pertaining to the graduation rates of African American students (Nettles, Thoney &
Gosman, 1986; Sowa, Thomson, & Bennett, 1989; Tracey & Sedlacek, 1984, 1985,
1987; Wilson, 1981). Historically, school officials have used SAT and ACT scores
as major predictors of future academic success, thereby prequalifying students for
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admission. Most admissions criteria and procedures have been normalized based on
European American student samples. These same criteria, when applied to African
American student samples, tend to demonstrate lower scores (Baggaley, 1974; Pfeifer
& Sedlacek, 1974; Sedlacek & Brooks, 1976). According to Sedlacek (1987), one of
the major reasons for these differences is that traditional predictors and criteria are
culturally and racially biased and academic success for minority students is related
more to deficits in important nonacademic attributes than to academic ability alone.
In a series of investigations, Tracey & Sedlacek (1984, 1985) found that nonacademic
variables such as realistic self-appraisal and positive self-concept predicted African
American students’ academic success across a four year period, in some cases, better
than SAT and ACT scores. In a later study, Tracey & Sedlacek (1987) reported that
nonacademic variables, not SAT and ACT scores or high school GPAs, predicted
African American college students’ academic success. Russell and Petrie (1992)
noted that professionals may be able to more accurately predict college students’
academic performances by considering multiple nonacademic variables, such as self-
concept and locus of control, in addition to traditional academic variables, such as
ACT and SAT scores.
In response to the inadequacy of academic variables as predictors, researchers
have attempted to determine which nonacademic variables might help to explain the
performance of African American college students. For example, Sedlacek and
Adams-Gaston (1992) found that although verbal quantitative SAT scores were
unrelated to first-year semester GPA, nonacademic variables such as a strong support
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person, community involvement, and positive self-concept predicted academic
performance in a sample of student athletes. Similarly, Young and Sowa (1992), in
their investigation of academic and nonacademic variables, reported that community
involvement, ability to delay gratification, i.e., having long-term goals, and high
school GPA were positive predictors of academic performance for African American
students. It appears, from these studies, that additional research is needed to broaden
and deepen our understanding of academic and nonacademic variables that influence
the academic performance of African American college students.
This research investigated the influence that participation in an African American
rites of passage program had on the academic achievement, self-concept and ethnic
identity of its participants. Research suggests that the implementation of rites of
passage may be a significant factor in improving the academic achievement and
socialization of African American students. When African American youth enter the
work force or embark upon higher education, at times they are not equipped with the
necessary components of a stable adult personality such as a well reasoned moral
code, a faith which sustains them during crisis and most importantly a positive sense
of self. Again, rites of passage are processes based on spirituality, communalism,
and individual development which teaches adult responsibilities, cultural continuity,
and a positive sense of self.
The importance of knowing oneself is an adage that both ancient and modern
scholars have recognized. Modern scholars reiterate that the knowledge of self is the
basis from which one understands the world (Akbar, 1985; Asante, 1987). Hale-
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Benson suggested that a students’ sense of self is essential for determining whether an
experience is educative or mis-educative. Subsequently, literature supports that a
failure to develop positive self-concept and cultural awareness can have a negative
impact on academic achievement (Durgans, 1992). To ensure the development of
positive self-concept and cultural self-consciousness, many societies/cultures provide
rituals and ceremonies which symbolize and transfer the collective wisdom of that
culture (Cohen, 1991). For example, the Jewish cultural rites of passage for their
youth are Bar Mitzvah (boys) and Bas Mitzvah (girls). These rituals and ceremonies
are required of all Jewish children in order to sustain cultural continuity and adult
responsibility. Yet, for African American youth, in spite of a castelike status, they
must achieve academic success in school systems that transfer and revere the values,
culture, social norms and perceptions of European Americans. In order to achieve
academically and develop righteous personalities, African American students must
secure and maintain a positive sense of self (Kunjufu, 1986). A process needs to be
identified which allows African American students to interact with a socially,
culturally and psychological hostile system and still be academically successful and
sustain a positive sense of self and ethnic identity.
Purpose of the Study
The purpose of this research was to investigate the relationship between academic
and nonacademic variables and cultural synchronization of African American female
college students attending a historically Black college or university. Specifically, this
research attempted to explore the effects that participation in an African American
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culture rites of passage program influences academic achievement, self-concept, and
ethnic identity. Also, the impact of public education and socioeconomic factors were
examined in relationship to academic achievement.
Research Questions
In an attempt to achieve the purpose of this study, the following questions were
addressed:
1. How does student participation in an African American female rites of passage
program influence the students’ self-concept?
2. How does student participation in an African American female rites of passage
program influence the students’ ethnic identity?
3. How does student participation in an African American female rites of passage
program influence the students’ academic achievement?
Significance of the Study
Articles, books, monographs, and the theoretical reviews related to academic
achievement, characteristics of African American culture, ethnic identity, self-concept
and many other topics have been investigated in reference to African American
college students. Several reasons exist as to why researchers should explore ways to
assist African American college students in successful matriculation. Issues relating
to the fact that many African American college students are faced with sociocultural,
academic, and economic dilemmas gives credence as to why further research is
needed. Among the issues frequently cited as critical problems affecting young
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African American academic achievement and positive development are; high levels of
teenage unemployment, teenage pregnancy, drug abuse, female headed households,
school failure, low self-concept, suicide, black on black crime, and gang violence.
These concerns validate the need to explore and develop mechanisms for enhancing
academic success and positive development of African American youth. The
consequences of not eradicating such problems present major obstacles for African
American youth in accomplishing goals later in life. These issues adversely affect
members of the African American community, creating a myriad of concerns that are
generalized to society overall.
In conclusion, this researcher contends that educators and school personnel must
begin to reach out and serve the needs and interests of African American students in
ways that move them into the larger society without destroying their self-concept and
ethnic identity. School personnel, especially counselors and psychologists, must
recognize the effects of current social problems on the self-concept, ethnic identity
and academic achievement of African American students. In addition to this
apperception, the need for counselors and psychologists to understand the cultural
realities of African American people is urgent. Therefore, practices of counseling
and psychological professionals working with African American students must evolve
out of an understanding and an appreciation of the unique history and cultural
experiences of African and African American people (Lee, 1988; Pomales, Clairbom,
& Fromboise, 1986).
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Furthermore, the success of African American students in the twenty-first century
will depend on this nation’s ability to more effectively educate them so that higher
graduation rates are assured for African American students. The need for African
Americans to push for excellence is crucial for their survival and continued
advancement in the United States. The educational charge of assisting African
American students to maximize their self-image, self-discipline, and attainment needs
priority attention. In order to ensure that the academic and socialization needs are
met in the educational process, the aim, content, and method of education must
address these needs. If African Americans intend to compete upon the world stage, it
is unthinkable that the education and socialization of African American students be
left to chance.
Theoretical Framework
The theoretical framework used for this research was Afrocentricity.
Afrocentricity has it roots in African philosophy and places Africa as the historical
point of reference for understanding African American people. Essentially,
Afrocentricity involves the interpretation and analysis of African American behavior
from the perspective of African people as a culturally dynamic and viable form in its
own right rather than a deviant form of the standard European behavior (Harvey,
1994). The ideology of Afrocentricity acknowledges that slavery and the denial of
African culture did not destroy all of the cultural vestiges of Africans in African
Americans. There is an African proverb that states “Because the water is spilled it
does not mean that the calabash is broken.” Although African Americans were raised
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on the American shores does not mean that African Americans do not still carry the
values and beliefs of their ancestors (Warfield-Coppock, 1990).
Due to historical and cultural factors, Afrocentricity has three main objectives:
(1) to promote an alternative paradigm reflective of the cultural and political reality of
African Americans; (2) to dispel the negative distortions about people of African
ancestry by legitimizing and disseminating a world view that goes back thousands of
years and that exists in the hearts and minds of many people of African descent today
(Carruthers, 1981; Diop, 1978), and (3) to promote a world view that will facilitate
human and societal transformation toward spiritual, moral and humanistic ends and
that will persuade people of different cultural and ethnic groups that they share a
mutual interest in this regard (Asanti, 1988). Afrocentricity is a paradigm which
renounces the Eurocentric theories of cultural deprivation and genetic inferiority
assigned to African American people. A major assumption of Africanist theorists is
that the use of Eurocentric theories of human behavior to explain the behavior and
ethos of African Americans is grossly inappropriate because these theories do not take
into account the cultural, social, and political experiences of African American people
(Akbar, 1979; Baldwin & Hopkins, 1990). Also these theorists do not believe that
Eurocentric theories and paradigms can be used to explain social phenomena among
all people and in all cultures. Moreover, Africanist theorists do view differences,
especially cultural differences as important in explaining social interaction and feel
that these differences should not be minimized (Bell, Bouie, & Baldwin, 1990;
Kambon, 1992).
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The Role of the Theory
Afrocentricity undergirds many African American rites of passage programs.
One of the goals of African American rites of passage programs is to assist African
American youth in becoming physically, mentally, and spiritually balanced adults.
Hence, Afrocentricity is used as the foundation for teaching African centered
principles and values which promote healthy development in African American youth.
For example, Afrocentricity is based on two major assumptions about human beings:
(1) human identity is collective identity; and (2) the spiritual or nonmaterial
component of human beings is just as important and valid as the material components.
Considerable emphasis in the Afrocentric paradigm is placed on a collective
conceptualization of human begins and on collect survival; individual identity is
conceived as collective identity (Akbar, 1984; Kambon, 1992; Nobles, 1980). This
paradigm does not reject individual uniqueness, but it does reject the idea that the
individual can be understood separately from others in his or her ethnic and social
group (Akbar, 1984; Nobles, 1980). The ideology of Afrocentricity abdicates
individual isolation. This detachment of identity can be described by the African
proverb “I am because we are, and because we are, therefore, I am.” This proverb
captures the essence of the principle of collective identity (Mbiti, 1970). Thus, the
Afrocentric paradigm conceives individual identity as a fluid and interconnected way
of uniquely expressing a collective or group ethos. In addition, the focus on
collectivity in the Afrocentric paradigm also encourages and emphasizes other
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principles and values such as, sharing, cooperation, and social responsibility
(Kambon, 1992).
Afrocentricity also recognizes and underscores the importance of the principle of
spirituality. Spirituality or non-material aspects of human beings, from an Afrocentric
perspective, can be defined as that invisible universal substance that connects all
humans beings to each other and to the Creator or Supreme Being (Schiele, 1994). In
traditional African philosophy, God or, the generative spirit, is thought to be
reflective in all elements of the universe and is thus seen as the connective link
between humanity and the universe (Mbiti, 1970). In the Afrocentric paradigm, the
soul, which is the amorphous part of the human being that transcends time and space,
is considered just as much a legitimate source of study as the mind and the body. In
addition, the soul, mind and body are considered interdependent and interrelated
phenomena (Mbiti, 1970; Nobles, 1980; Schiele, 1994). In African American rites of
passage programs empowerment is operationalized through the teaching of African
centered principles and values such as collective identity and spirituality.
Contrary to the Western experience that focuses on individuality, materialism,
and competition, African American rites of passage programs focus on instilling
African centered principles and values and teaches participants to assist each other and
acquire knowledge that is germane to their culture and ethnicity. The theoretical
framework which specifically addresses the psychosocial and social development of
African American students is Afrocentricity. A comprehensive examination of
African American rites of passage programs revealed that the foundation of most
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African American rites of passages or rituals and ceremonies are based on the
theoretical framework of Afrocentricity (Warfield-Coppock, 1990). This examination
suggests that through this African-centered transformation process participants develop
a sense of purpose, true personality, sense of self and a sense of belonging to the
African American community.
Definition of Terms
In this research, the following definitions will be used:
Academic Achievement - refers to achievement above 3.0 level on a 4.0 grading
scale.
Academic Performance - performance as measured by first semester grade point
average (GPA).
Academic Readiness - the extent to which students are educationally prepared to
perform college work at a successful level (Lang, 1989).
Academic Underachievement - refers to achievement below 2.0 level on a 4.0
grading scale (National Center for Education Statistics).
Achievement Motivation - the desire to do things well and compete against a
standard of excellence; an individuals cognition which explains, understands, and
predicts events relevant to the self and environment (Brophy, 1988).
Adaptability - is the ability to change, modify behavior based on the
environmental requirements; based on the ability to feel the harmony, or seek oneness
with nature/comos (Warfield-Coppock, 1990).
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Afrocentricity - a concept that is associated with an African perspective or center,
particularly in reference to one’s culture and exhibited behaviors (Asante, 1988).
Appropriateness - to behave, speak, and act in a way that is expected and
required by the social group for one of a particular age, position, or station (Warfield-
Coppock, 1990).
Attrition Rate - the dropout rate of students from college.
College Preparation - refers to classes or programs designed to prepare students
for college level work.
Cooperativeness - the ability to share and work harmoniously with others.
Crossing - a celebration of the completion of a rites of passage process.
Cultural Synchronization - rooted in the concepts of Afrocentricity and based on
anthropological historical research that advances the finding that African Americans
have a distinct culture founded on identifiable norms, language, behaviors and
attitudes from Africa (Irvine, 1990).
Ethnic Identity - examines one’s acceptance and commitment to his or her ethnic
group as one relates to the dominant culture (Phinney, 1989; Parham & Helms, 1981;
Cross, 1971).
Excellence - the concept of acting or performing to the best of one’s ability.
Historical Black College and University fHBCU’) - an institution which was
developed by church organizations, The Land Grant Act, Freedmen Bureau to
educated African American people.
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Inclusiveness - the concept in which persons are included or drawn into the group
as opposed to excluded; to make no distinction between the value of one human life
over another based on personal situations or attributes (Warfield-Coppock, 1990).
Initiates - one who participates in a process of transformation characterized by
symbolic death or rebirth (Warfield-Coppock 1990); one who undergoes or has passed
an initiation.
Institutional Characteristics - the internal and external aspects of a college or
university, which include cost, quality of academic programs, major area of study,
social organization, student resources, quality of services render, location, size,
gender composition, or any forces directly or indirectly associated with the institution.
Interdependence - when a group of people are equally dependent upon each other
for basic needs of life; the group has learned the values of each person in making up
the whole (Warfield-Coppock, 1990).
Mutual Aid - a support system based on interdependence where members take
care of each other’s basic family and community needs (Warfield-Coppock, 1990).
Natural Goodness - a basic value - belief that all people are good by nature
(Warfield-Coppock, 1990).
Passage - movement from one stage in life to the next.
Preparation - the teaching of certain skills and responsibilities to ensure that
participants fulfill their purpose within a society or culture (Coggins, 1996).
Reciprocity - the law of balance, to give and receive equally (Baldwin, 1990).
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Reincorporation - the acceptance of participants by elders back into a society or
culture after the participants have completed a rites of passage process (Goggins,
1996).
Respect - especially for elders requires one to give deference to persons older
than oneself.
Responsibility - to accept or take a position of being accountable for one’s action.
Rite - a ceremony or a celebration.
Rites of Passage - supervised developmental and educational process in which the
goal is to assist African American youth in attaining the knowledge and accepting the
responsibility, privileges, and duties of an adult member of society (Warfield-
Coppock, 1990).
Ritual - a symbolic act to recognize or make a change or transition.
Self-Concept - one’s evaluation of himself or herself to include appreciating
one’s own worth and importance and having the character to be accountable for self,
and to act responsibly toward others (Barksdale, 1989).
Sense of Appropriateness - wherein adults expect young people’s behavior to be
governed by notions of formality, deference and courtesy (Warfield-Coppock, 1990).
Sense of Excellence - wherein adults expect and encourage young people to
develop their own personal style while simultaneously being and doing the best at
what they choose to do (Warfield-Coppock, 1990).
Separation - during rites of passage indicates that participants are capable of
demonstrating expected skills and responsibilities (Goggins, 1996).
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Transition - when participants progress from the status of nonmember to member
(Goggins, 1996).
Unconditional Love - the concept that a person is loved without artificial or
materialistic requirements or limitations (Rogers, 1977; Warfield-Coppock, 1990).
Assumptions
For the purpose of this study, it was assumed that all the participants in the study
responded to the instruments used (demographic data form and interview) in an
unbiased and honest manner.
Delimitations
The study was delimited to a sample of twenty (20) African American female
college students who were currently participating in the Nzinga rites of passage
program housed at Clark Atlanta University. The students were selected for this
study during the Spring Semester of 1996.
Limitations
The findings of the study may be limited by the fact that all of the participants in




Cultural Synchronization and African American Students
Cultural synchronization is a term which was coined by Dr. Jacqueline Irvine
(1990). It is derived from the conceptual framework of Afrocentricity or Africalogy.
Afrocentricity is a doctrine which predicates that African people should be studied
from their own point of View. As stated by its chief proponent, Molefi K. Asanti,
Afrocentricity “seeks to uncover and use codes, paradigms, symbols, motifs, myths,
and circles of discussions which reinforce the centrality of African ideals and values
as valid frames of reference for acquiring and examining data.” The theory of
cultural synchronization as it relates to African Americans is based on anthropological
and historical research that provides evidence which confirms, African Americans
have a distinct culture founded on identifiable norms, language, behavior and attitudes
from Africa (Asante, 1990). Afrocentricity recognizes that American culture is
directly traced to Europe, however, there is a great number of African Americans
whose behavior can best be explained by examining African culture retentions rather
than Eurocentric paradigms (Asante, 1990). Hence, cultural synchronization is a
proposition that links the psychosocial development of African American students with
their African culture. This researcher attempted to identify some of these social,
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cultural and environmental forces that influence the development and academic
achievement of African American students.
Current research suggests that the lack of achievement in African American
students is due to schools not being culturally responsive to students of African
American heritage (Irvine, 1990; Hale-Benson, 1986; Kochman, 1981; Perkins, 1986;
Kunjufu, 1984; Madhubuti, 1991; Asante, 1990). Lee, Lomotey & Shujaa (1990)
maintain that programs and curriculums for African American students must take into
account the connections between the African American culture and Africa which
reflects not only shared history but also social relationships, belief systems, social
practices, and collective responses to political and economic realities.
Studies related to academic achievement and cultural synchronization (Irvine,
1990; Hale-Benson, 1986; Kochman, 1981; Perkins, 1986; Kunjufu, 1984;
Madhubuti, 1991; Asante, 1990) demonstrate the academic success of African
American students is highly dependent upon an education that is culturally centered
and intellectually stimulating. In the past and present, curriculum being taught to
African American students has had a catastrophic effect in achieving this objective.
Dr. Carter G. Woodson in 1933 described the process as the “miseducation” of
African American people. Unfortunately, this process of miseducation continues to
impede the educational progress of African American people. Kunjufu (1984) in his
book. Developing Positive Self-Images & Discipline in Black Children concludes the
record of miseducation or how inadequately African American students are being
served by current educational systems and practices is indicated by the high number
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of individuals of the African American population that cannot read beyond a 6th grade
level; current high school drop out rate; the percentage of African American students
placed in educable mentally retarded classes; and a large percentage of which are
African American males.
Results of a study conducted by the National Alliance of Black Educators (1984)
suggest that this nation is at risk because the fastest growing segment of the school
population, African American students and other minorities, is being systematically
excluded from the benefits of educational opportunities. These educational benefits
lead to individual economic interdependence which ultimately effects the strength and
survival of this country.
The future seems bleak for African Americans when looking at the current
educational, economic, and social conditions among that group. According to the
College Board and the Carnegie Quarterly (1984/1985), African American students
receive an education that is different and inferior. Specific revelations of the study
follow:
African American students are more likely than white students to be enrolled in
general and vocational tracks and take fewer academically rigorous courses. Only 33
percent of African Americans are enrolled in college preparatory classes compared to
52 percent of Asians and 40 percent of whites (The College Board, 1985).
Although course titles are similar for African American and European American
students, the content varies (Oak, 1988). African American students are more likely
to be enrolled in business or general math and less likely to be in trigonometry or
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calculus where, students are taught higher-level mathematical skills. The instruction
provided emphasizes computation and the recall of facts, but rarely emphasizes
critical thinking skills such as problem solving and abstract reasoning (Oak, 1985).
This type of instructional focus on performance based curriculum makes the
educational deficit that exits for African Americans more pronounced.
The National Assessment of Education Progress (NAEP) compared the reading
proficiency levels of African American and European American youth in 1985 and
found that although 53 percent of white eleventh-graders could perform reading tasks
that they were likely to encounter in college, only 20 percent of African American
students could perform these complex reading tasks (Carnegie Quarterly, 1984/1985,
p. 6-11).
In addition to the above results, the National Center for Educational Statistics
(1983) in the report "High School and Beyond," defined a high risk or at risk student
as one who graduated with a C or lower grade point average (Crawford & Viadero,
1986). High risk graduates and dropouts routinely, become members of a burgeoning
underclass that is welfare dependent and are totally alienated from the rest of society.
The recently enacted program for education reform severely affects the educational
achievement of graduating African American seniors. As a result of an increase in
the number of required courses to be successfully completed for graduation, more
competitive grade point averages and more competitive scores on competency
examinations, African American high school seniors are failing, being retained and
dropping out in record numbers (Chion-Kenney, 1984).
These generalizations illustrate the severity of the problem of African American
student achievement. An observable lack of achievement and failure to persevere is
reflected in the plummeting college attendance rates among middle-class African
Americans. When African American students do attend college, 42 percent of them
attend two-year colleges, 75 percent of entering students leave college and never
return, fewer than 12 percent complete a four year degree; and fewer than 5 percent
graduate from professional and graduate schools (Bates, 1986).
African American Students and Education
Dubious (1933) and Boykin (1986) suggest that a fundamental dilemma for
African Americans is the lack of ability to function simultaneously in the domain of
the African culture and the Eurocentric culture. Boykin (1986) concluded that
traditional West African ethos comprises at least these nine interrelated dimensions:
(1) spirituality, (2) harmony, (3) movement, (4) verve, (5) affect, (6) communalism,
(7) expressive individualism time, (8) oral tradition, and (9) social time perspective.
Listed below is a comparison of the African and European cultural dimensions as
outlined by Boykin (1986 p.63):
African European
Spiritualism Materialism
Harmony with nature Mastery over nature
Expressive movement Impulse control
Interconnectedness Separateness
Event orientation Clock orientation
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African European
Orally based culture Print-based culture
Expressive individualism Possessive individualism
Uniqueness valued Sameness valued
Research suggests that because the culture of African American students is
different and often misunderstood and ignored, many African American students
experience school failure and low self-concept. Hale-Benson (1986) and Irvine (1991)
contend that the primary reason for the high failure rates of African American
students is due to the mismatch between the school culture (Eurocentric), and the
social, cultural, and experiential background (African culture) of African American
students. Boykin’s illustration clearly exhibits the lack of synchronization of the two
cultures. These researchers concluded that the synchronization of the African and
African American culture, socialization, and history with current (Eurocentric)
learning objectives is imperative to the academic success and psychosocial
development of African American students.
Understanding Current educational policies and perspectives are crucial in
comprehending the perplexity of academic success of African American students.
Sizemore, (1985, 1989), conducted research on effective schools and identified three
prescriptive beliefs concerning the education of African American students:
(1) African Americans are culturally deprived; (2) African Americans are
economically deprived; (3) and African Americans are genetically inferior in
intelligence.
Cultural Deficiency
The cultural deficit theory assumes that because of cultural, environmental and
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social differences, African American students lack the adaptations and knowledge
necessary for academic achievement (Hale-Benson, 1986). The emergence of the
cultural deficiency theory began in the late 1950’s. It is based on a historical
assumption that no African vestiges or cultural traditions carried over to America.
Therefore, the conclusion is African Americans have no formal structure in family
life or communal living. The premise of this theory submits that the environment
rather than hereditary factors is responsible for the presumed deficiencies in African
American students. This theory implies that any behavior, values, customs, norms,
or lifestyle that differs from the middle class European-American is classified as
deficient (Jewell, 1988). Advocates of this theory concluded that the effects of years
of racism and discrimination have led many African Americans to be deprived of the
fundamental strengths necessary to develop normal intellect (Kariner & Oyessey,
1951).
Economic Deprivation
In addition to the culturally deficient perspective, some researchers and educators
associate academic failure of African American students with economic deprivation
(Sizemore, 1985). This perspective is based on the assumption that academic
underacheivement and failure are due to economic deprivation which is attributable to
the African American history of slavery, segregation, and limited opportunities
(Bowles & Gintis, 1973). The economic deprivation perspective is formulated on the
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assumption that the results of servitude, deprivation, second class citizenship, and
chronic unemployment have led to the lack of self-sufficiency and the under¬
development of behavior and thought patterns that are necessary to sustain a
purposeful and successful life (Jewell, 1988).
Inferior Intelligence
The inferiority perspective was formulated from the theories of genetics and
heredity which maintains that the development of human species is determined by
heredity and view this process of development as “in the blood” or encoded in the
genes (White & Parham, 1990). Clark (1975) reported that as early as 1799
Professor Charles White spoke of the Negro as “just above the ape in the hierarchy of
animal/human development, having a small brain, deformed feature, ape like odor,
and an animal immunity to pain.” These antiquated studies led to the conclusion that
African Americans had inferior brains and limited capacity for mental growth (Clark,
1975). The theory of inferior intelligence was further fueled by the work of Arthur
R. Jensen of Harvard University (Jensen, 1960, 1981). Jensen set out to prove that
African Americans are genetically inferior in intelligence by comparing Intelligence
Test (IQ) scores. Defining intelligence as whatever the intelligence test measured,
Jensen concluded that the African American population scored significantly lower on
IQ tests and attributed these lower scores to genetic heritage. He believes that
African Americans are deficient with respect to intelligence, perceptual skills, and
cognitive styles (Jensen, 1960, 1981; Eysenck and Kamin, 1981).
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A comprehensive examination of the literature related to the history and systems
of psychology reveals that from the early 1900’s to the present, distinguished
American psychologists have been vehement supporters of the genetic inferiority
theory (Guthrie, 1976). However, Bodmer and Cavalli-Sforza (1970), noted that
science could not begin to differentiate hereditary variations in intelligence from
environmental ones until social conditions had been equal for both races for several
generations.
Madhubuti (1991) and Perkins (1986) concluded that allowing these perspectives
to continue to define how African American students learn and behave forfeit hopes of
equitable education. Nyerere (1970), Mensah (1990), Hale-Benson (1982), Perkins
(1989), and Asante (1990) all contend that the recognition of an Afrocentric view
based on African thought, religion, cosmology, psychology, and culture is key to the
socialization and academic success of African American students. Molefi Asante’s
book, Afrocentricity: The Theory of Social Change, provides an in depth analysis of
Afrocentricity. Asante maintains that an Afrocentric approach to education provides
African American students with a view of themselves and their community and gives
them a positive perspective of African American life. He further states that
Afrocentricity is paramount to the academic success of African American students. An
Afrocentric model establishes the framework for developing behavior from the self-
fulfilling matrix of Afrocentric ideology giving African American students a clear
understanding of self and destiny (Warfield-Coppock, 1990). This approach
characterizes the traditions and values needed to enhance the psychosocial
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development of African American students and to promote academic achievement.
The Afrocentric approach towards education provides African American students with
a sense of identity, which is the most essential quality to positive development
(Asante, 1988).
The essence of the educational system in the United States is a reflection of
European American culture, values, and behaviors. For many African American
students this system of education and socialization has proven to be dysfunctional
(Perkins, 1986). The current high school drop out rate of 12.3%, low college
entrance scores, rampant school violence, academic underachievement, and the low
self-concept of many African American students all indicate how the educational
system has been dysfunctional for numerous African American students. According to
Glasgow (1981), most American schools fail to perform their educative function
because they try to make African American students adapt only to the mainstream
society and wholly exclude the positive relevancies of the African American culture.
The pressures for African American students to identify with African American life,
not to reject it, has never been greater. The omission of African American everyday
reference, the absence of African American history in the curriculums, and the impact
that African Americans have on this country are largely ignored in the American
educational system (Glasgrow, 1981). Madhubuti (1990) maintains that this
dysfunctionality and incongruity supports the growing need for an African-centered
pedagogy. An Afrocentric model towards socialization and education has been
designed to provide African American students with the cultural information and
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values needed for positive development and academic success. Within the Afrocentric
model, the process of “rites of passage” is infused.
Many African American rites of passage programs incorporate components which
Karenga (1990), in his translation of the Kemetic (Egyptian) sacred text. The Book of
Coming Forth by Day, describes as ancient African principles of ethical character
development, which are encompassed in the concept of “Maat”:
1. the divine image of humans;
2. the perfectibility of humans;
3. the teachability of humans;
4. the free will of humans; and
5. the essentiality of moral social practice in human development
Reflective of the Kemetic proposition that moral social practice is essential to
human development (Karenga, 1990), these aims unite academic excellence and
positive character development as co-partners in the education of African American
students. African-centered pedagogy thus requires a total environment in which all
social relationships strive to achieve reciprocity.
In contrast to the Eurocentric system of education, which primarily focuses on
individual development emphasizing material gain and power, the focus of the
Kemetic education system included the study of morals, virtues and individual
development nurtured in truth, harmony, and stability. Similar to the Kemetic
educational system, the African American adolescent rites of passage process is aimed
at instilling a strong, positive sense of self and achievement in African American
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students. The rites of passage process addresses the needs of African American
students which are not met by the traditional Eurocentric system of learning and
development in the United States (Mensah, 1990). This process helps to define the
total person while simultaneously considering the mechanism used in acquiring
knowledge. Perkins contends that among other things in the socialization of African
American youth, an orderly process of maturation to prepare African American youth
for adulthood has been lacking.
The rites of passage process is a transformation procedure designed to assist
African American students in their journey from adolescence to adulthood. A rite is a
ceremony or celebration and passage refers to the movement from one state to
another. Thus, the adolescent rites of passage is a supervised developmental and
educational process whose goal is to assist young people in attaining knowledge and
accepting the responsibilities, privileges and duties as an adult member of a society
(Mensah, 1990). Some of the components and objectives of this model include:
Manhood and Womanhood Training - to help youth understand and appreciate the
responsibilities of man/womanhood so that they will develop proper attitudes and
lifestyles consistent with these responsibilities (Warfield-Coppock, 1990);
Sex Education - to help youth cope successfully with the manifestations of
puberty and learn to appreciate and respect their bodies so they will have healthy
attitudes toward sex; learn how to regulate their sexual habits and be informed of the
facts of life; (Warfield-Coppock, 1990);
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Educational Reinforcement - to help youth develop and maximize their intellectual
capabilities (Warfield-Coppock, 1990).
Cultural Enrichment - to help youth appreciate and value the significance of
African and African American culture as being the cornerstone for their socialization
(Warfield-Coppock, 1990).
Racial Awareness - to teach youth the importance of ethnicity in helping them
realize their natural identity which will assist them in establishing meaningful
relationship with others of African ancestry and develop pride in their heritage
(Warfield-Coppock, 1990).
Spiritual Enrichment - to help acquire a spiritual affinity with the universe that is
based on moral principles which are uplifting, sacred, and binding on one’s behavior
(Warfield-Coppock, 1990).
Table 2.1 represents the socialization continuum for the development of African
American youth characterized by Perkins (1986). Perkins asserts that the socialization
for the development of African American youth necessitates first, recognizing that
traditional African societies had an orderly process of maturation from adolescence to
adulthood “rites of passage”. Secondly, Perkins states that due to slavery and
western ideology, there has been a disruption of this process in the socialization of
African American youth. Lastly, restoring the rites of passage process in the
socialization of African American youth will produce strong and independent people
who will have the potential for unlimited greatness.
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TABLE 2.1
SOCIALIZATION CONTINUUM FOR THE DEVELOPMENT OF
AFRICAN AMERICAN YOUTH
Original
Harvest Contamination ofHarvest New Harvest
African Youth Slave Youth Black Youth AAYouth
African lelfconcept Damaged selfeoncept Confused African self-concept
Cultural Competence Cultural incompetence Cultural incompetence Cultural Competence
Obedient Low self-esteem Ambivalent behavior High self-esteem
High self-esteem Passive behavior Depreciated character Positive behavior
Positive behavior Depreciated behavior Adaptive behavior Transcendental characters
Group loyalty Adaptive behavior Group loyalty Self awareness
Median/low selfesteem Liberated behavior
Reactionary behavior Group loyalty




Minimal research has been conducted on types and models of rites of passage
programs currently operating in the United States. Due to their historically private
nature, rites of passage programs do not easily lend themselves to evaluation.
However, Warfield-Coppock (1990) conducted research on thirty (30) African
American rites of passage programs throughout the United States and found that
ninety percent of the respondents indicated that knowledge of self and culture is
crucial for these young people to address successfully the problems they face in
today’s world. Other high-ranking factors that the sampled leaders acknowledged as
reasons for instituting rites of passage programs were; to provide alternatives to or
disengage youth from violence, crime and drugs; to provide the impetus for improved
academic achievement and decreased school dropout incidence for African American
youth; to dissuade youth from early sexual activity and teen pregnancy; and to counter
the effects of low socioeconomic status (Warfield, 1990, p. 10).
This sample of rites of passage programs overwhelmingly used the Afrocentric or
African-centered framework for developing and implementing their activities.
Seventy percent of the agencies/organizations identified their basic thrust as African-
centered, Afrocentric, nationalistic or culturally specific. These rites of passage
programs acknowledge the need for a shift in cultural orientation from western ideals
of materialism, individualism and drug culture to an Afrocentric orientation of a sense
of appropriateness and sense of excellence in the development of African American
youth (Warfield-Coppock, 1990) (Table 2.2).
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TABLE 2.2
SHIFT IN CULTURAL ORIENTATION
CULTURAL ORIENTATION DRUG CULTURE ORIENTATION
1. Cultural Theme I. Cultural Theme
* sense of appropriateness * anything is permissible
* sense of excellence * trust no one
II. Cultural Value System II. Cultural Value System
* mutual aid * selfish
* adaptability * materialistic
* natural goodness * pathological liar
* inclusitivity * extremely violent
* unconditional love * short fused
* respect (for elders) * individualistic














The identification of determinants of academic success and failure has been
researched extensively. There is extensive literature which describes how particular
individuals or groups succeeded and which furnishes general descriptions of their
family backgrounds and personal characteristics. The list of factors resulting from
this research regarding potential correlation with academic achievement (either
positively or negatively) is also extensive. However, literature relevant to African
American students reveals a multitude of research which deals with many aspects of
academic achievement. The generalizability of most of the findings is relative to
those factors that may be associated with both academically successful and
unsuccessful students. As this literature review suggests, most of the research
pertaining to academic success has examined the relationship between academic
achievement and a single variable despite the fact that those studies who employ
multiple variables seem to furnish the most promising results (Weis, 1983).
Similarly, in recent years researchers have focused on identifying reliable
predictors of academic success for college students (Atiken, 1982; Hess, Grafton, &
Michael, 1983; LaVoie, 1987; Rounds, 1984; Amini, 1990). The considerable
decline in the success rate of students in the United States gives rise to this extensive
body of research. Research studies conducted in American colleges give detailed
accounts of this decline in academic achievement. The causes, however, are not
always clearly defined. Certain authors attributed a student’s level of performance to
academic skills and knowledge acquired before entering college (Watkins, 1986;
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Webb, 1988). Secondary school grades and verbal and mathematics scores on
standardized aptitude tests are considered by these authors to be the most valid
predictors of academic success at the college level.
While it is true that the academic variables (SAT/ACT scores, high school
GPA’s) have not been shown to account for a majority of the variance in academic
achievement, they have, nonetheless, been consistently reported as contributing more
than any other single known source to academic achievement (Russell & Petrie, 1992;
Young & Sowa, 1992). The literature suggests that the variables of academic
readiness, college preparation, high school GPA, and entrance scores are the most
common variables associated with academic achievement of college students (Nettles,
Thoney & Gosman, 1986; Sowa, Thomson & Bennett, 1989).
African American College Students: Academic Development
African American students who attend historically black colleges and universities
come from various backgrounds and experiences. Developmentally, these students
are entering a transitional phase as they progress from high school to college. The
developmental tasks facing students at this stage include the fostering of good study
habits, adapting to college life, making vocational and educational choices, developing
a positive self-concept, and the launching of career and personal aspirations. The
extent to which these developmental tasks are met depends on the personal
characteristics of the students, their financial resources and the support systems within
the university (Stikes, 1984). The transition may be more pronounced for African
American students because most have been educated in a European setting. Students
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in this age group also possess a diversified range of academic and coping skills.
Although their SAT and ACT scores may be lower than the national norm, there is
nothing innately deficient with their basic intelligence. However, their college
entrance scores have two major implications: (1) they reflect that African American
students have been inadequately prepared for college in the same area as the average
European American student; and (2) in coming from educationally disadvantaged
backgrounds, African American students have not had the exposure to the same
learning environment that Europiean American students have had (Blake, 1985;
Fleming, 1984).
The dilemma that HBCUs face with student achievement cannot be separated
from the students’ socioeconomic backgrounds, family and social environments and
their pre-college preparation. Fleming (1984) acknowledges that HBCUs usually exist
with fewer resources, as compared with non-HBCUs: However, these institutions are
condemned for not being capable of accomplishing in four years what the public
education system has failed to accomplish in twelve years. In contrast to Hermstein’s
and Murrary’s ideology in their 1994 publication “The Bell Curve: Intelligence and
Class Structure in American Life,” a book that assigns genetically inferior intelligence
to African American people, Fleming vehemently rejects this notion and concludes
that African American students have not been adequately taught and exposed to an
unequal education.
A study conducted by Lang and Brookins (1982) supports Fleming’s position.
Their study provided valuable insight to the problem of student attrition at HBCUs.
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Results of their investigation determined that from the perspective of the student, the
major problems affecting their decision to remain in college related to academics and
finances.
A major premise of this researcher is that the academic success of African
American college students is strongly influenced by the academic readiness of the
student. Academic readiness of African American college students often determines
which students do or do not remain in college. Given the declining high school
dropout rates and the declining percentage rate of African American high school
graduates enrolling in college, part of the problem is getting African American youth
from secondary schools into colleges (Berry, 1989). Many students who enter college
graduate from high schools that do not provide them with adequate college
preparatory backgrounds. These students enroll in college under-prepared with
deficiencies in reading, writing, mathematics, science and communications. In
addition, they lack skills in analysis and information synthesis (Lang, 1989). Not
surprisingly, the probability of failure is higher when educationally disadvantaged
students have to address their deficiencies through remediation while simultaneously
maintaining pace with their peers. On a more positive note, students who lack basic
skills and knowledge have the potential to succeed. The fact that an increasing
number of African American students lack academic readiness indicates the need for
college administrators to develop and implement success oriented interventions to be




Many researchers conclude that college success cannot be predicted by academic
variables alone. Several studies suggest that nonacademic dimensions such as a
student’s educational aspirations, social integration skills, leadership potential, and
positive self-concept concerning academic aptitude are equally, if not more predictive
of a student’s potential to succeed (Maxwell, 1981; Nisbett, Ruble, & Schurr, 1982;
White & Sedlacek, 1986). Young and Sowa (1992) and Russell and Petrie (1992)
concluded that nonacademic variables as well as academic variables best predict
academic achievement of college students. Prillerman, Myers, & Smedley (1989)
concluded that the academic success of African American students is influenced more
by the person-environment transactions and related sociocultural influences within the
institution than by intellectual and academic factors (e.g. aptitude scores and high
school preparation). Sedlacek and Brooks (1976) suggested that the nonacademic
variables of positive self-concept, realistic self-appraisal, preference for long-range
goals, availability of strong support persons, successful leadership experience, and
demonstrated community service as strong predictors of college success for African
American student. The most frequently investigated nonacademic variables found to
correlate with academic achievement are: positive self-concept (Gurin & Epps, 1975;
Berry, 1989; Nobles, 1976; Powell & Thomas, 1993) and need for achievement
(Weiner 1986; Graham, 1991; White & Parham, 1990). Sedlacek and Brook (1976)
found realistic self-appraisal to have the most consistent association with African
American college student persistence. Specifically, this variable was found to predict
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persistence over a four (4) year period (Tracey & Sedlacek, 1985) leading to
graduation (Tracey & Sedlacek, 1987) for African Americans.
Identity Formation
Nowhere has the subject of psychosocial development received a more thorough
examination than in the various works of Erik Erikson (1950, 1956, 1968, 1980).
Erikson systematically reorganized psychoanalytic theory to reflect a greater
accounting for the sociocultural environment.
For Erikson, the quintessential task of adolescence and young adulthood is the
development of a conscious awareness of personal identity where one is established as
a unique individual. Identity represents an evolving configuration, gradually
established through successive synthesis and resynthesis of psychosocial components,
involving the articulation of personal capacities, values, identifications and fantasies
with plans, ideals, expectations and opportunities (Taylor, 1986).
The Eriksonian (1959, 1968) psychosocial concept of identity has received a great
deal of attention over the past several decades. Erikson placed identity or self-image
within his theory of psychosocial development, viewing the formation of identity as
distinctive, but not exclusive, to adolescence (Marcia, 1980). Erikson proposed an
eight-stage theory of psychosocial development that persons progress through from
infancy to old age. He focused a great deal on the fourth stage, identity formation
versus identity diffusion, the stage in which many college age undergraduates are
struggling (Marcia, 1980).
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The quest for self-identity is a search for answers to the questions; Who am I?
What am I like as a person? Where do I fit in the world? Erikson maintains that the
conclusions reached by individuals are inextricably intertwined with how they view
the world and how others see and interact with them. Erikson (1980), posited that the
achievement of identity arises, in part, through an individual’s interaction with other
members of the society, including parents, peers, teachers, and other representatives
of society’s institutions.
In references to African American students. Nobles (1987, 1991) asserts that
knowledge and appreciation of one’s identity are fundamental to academic
achievement and the development of a positive personality. He further states that
one’s identity involves the adoption of certain personal attitudes, feelings,
characteristics, behaviors, and the identification with a larger group of people who
share those characteristics. Achieving a positive identity is a significant challenge for
most African Americans; to borrow from an ancient African proverb “know thyself”
meaning to recognize, understand, respect, appreciate, and love those characteristics
and attributes that make one uniquely African American. Self-knowledge helps to
dictate behaviors that ultimately support, sustain and enhance one’s individual and
collective being as African Americans (Nobles, 1987, 1991).
Positive Self-Concept And African American Students
One of the sociopsychological variables to which educators have given
considerable thought is student self-concept. For many years it was assumed that
self-concept directly correlated with academic performance (Johnson, 1981;
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Pottebaum & Keth, 1986). Self concept is assumed to be an individual’s set of
feelings about one’s own worth, abilities, weaknesses and so on (Mifflen, 1982). An
individual’s self-concept may be labeled as positive or negative. An individual who
has a positive self-concept tends to be confident, self-assured and capable of
performing tasks satisfactorily. The concept students have about themselves and their
ability, in general, seemed to affect the academic achievement.
Dated research related to identity or self-concept indicated that there is a positive,
signiHcant relationship between identity measures and academic achievement (Purkey,
1970; Yamamoto, 1972). According to Matthews (1979), self-concept seemed to be
as closely related to academic performance as to mental ability. Numerous reviews of
self-concept research conducted since the early seventies have concluded that there is
a strong concurrent relationship between students’ academic achievement and their
self-concepts of ability (Bloom, 1976; Byre, 1984; Hamachek, 1992; Hansford &
Hattie, 1982; Marsh, 1990; Wylie, 1979). Powell (1973, 1979, 1985), demonstrated
that self-concept is positively associated with motivation, particularly motivation for
academic achievement. An individual’s self-evaluation profoundly affects his or her
thinking, emotions, desires, values and goals. This concept of self-evaluation is very
important in understanding the development of self-concept, particularly among
African American students (Powell, 1989). A study in 1952 conducted by Renaglia
examined selected correlates of self-structure. He found that a positive, general self-
concept was significantly related to high academic achievement in a college student
sample in Minnesota. Crohn (1984) found self-concept to be a significant determinant
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of student performance, regardless of the student’s IQ, race, or family socio-economic
position.
Among African American students, it has been suggested that self-concept may
be a better predictor of educational attainment than standardized achievement scores
and academic rank (Green & Farquhar, 1965; Payne & Farquhar, 1962; Powell,
1989). Bachman & O’Malley (1977), Byrne (1984), Coopersmith (1967), O’Malley
& Bachman (1979), Rubin, Dorle, & Sandidge (1977), all conducted research
investigating the relationship between self-esteem and academic achievement with
African American students ranging from elementary school through high school and
found a positive relationship between self-esteem and academic achievement. Findley
& Cooper (1983), Graham (1991), Johnson (1981), and Marsh (1984), found that
African American students with high self-concepts were more inclined to attribute
their successes to ability and their failures to lack of effort or bad luck, whereas
African American students with lower-self-concept were more likely to attribute their
successes to good luck and their failures to lack of ability. In an early study, Gurin
and Epps (1975) found that African American students with a high sense of personal
efficacy performed better academically than their counterparts who lack this
component of self. Additionally, dated studies conducted by Gowan (19^), Giddings
(1965), Hirsch & Borwitz (1967), and Mackler (1970) on African American students
who succeed academically were found to have positive self-concepts and the variable
of “self-confidence” was one of the factors which contributed to high or low academic
achievement. Hare (1985) conducted a longitudinal study of stability and change in
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self-perception and achievement among African American adolescents and found that
the academic self-concepts of African American adolescents declined from
preadolescent to adolescence. A proposed explanation for this phenomenon was that
African American students become increasingly aware of their relative academic
deficiency compared to European students during the preadolescence/adolescence
period. It is interesting to note that on the general esteem measure, the African
American students in that same study appeared to feel good about themselves, yet
underachieved academically.
Ethnic Identity And Self-Concept
Researchers in cross-cultural psychology have long recognized the importance of
examining the impact of culture on the psychological functioning of minority
populations. In most of this research, cultural variables have been defined
qualitatively in terms of ascribed ethnic or racial group membership (Linn, Hunter, &
Perry, 1979; Olmedo, 1979; Roberts, 1980; Sorenson & Golding, 1988). Recently,
however, researchers in the field have noted the need for increased precision in the
definition and measurement of cultural variables for individuals (Helms, 1989, 1990;
Keefe & Padilla, 1987; Olmedo, 1979; Phinney, 1990; Ponterotto & Casas, 1991).
The terms ethnic identity and acculturation have often been used interchangeably
(Phinney, 1990). In many instances acculturation level has been used as an indicator
of ethnic identity in research related to racial identity. Various authors, however,
have argued that acculturation and ethnic identity, although related, are distinct
processes (Keefe & Padilla, 1987; Phinney, 1990). Acculturation refers to the
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process by which immigrants adopt the cultural traits, behaviors, and values
characteristic of the host society (Olemdo, 1979). Ethnic identity, on the other hand,
refers to a person’s feelings and attitudes toward affiliation with one’s socially
ascribed ethnic group rather than the dominant or majority group (Keefe & Padilla,
1987; Phinney, 1990). An important distinction between these two constructs is that
in the process of acculturation the main focus is on how individuals relate to the
dominant society, whereas in the process of ethnic identity the focus is on how
individuals relate to themselves and their own group as a subgroup of that society
(Phinney, 1990).
Recent identity research included ethnicity as a domain of identity formation
(Phinney, 1991).' In adolescence, the central task is identity formation (Erikson,
1968; Marcia, 1980; Waterman, 1985) in that a stable sense of self, or an achieved
personal identity develops (Erikson, 1968). During adolescence ethnicity may be
more important than other kinds of identity issues such as religion, occupation and
politics (Phinney & Tarver, 1988). For African American adolescents, research has
identified the significance of positive ethnic identity for healthy functioning (Atkinson,
Morten, & Sue, 1983; Parham & Helms, 1985; Phinney, 1989).
Research on ethnic identity significantly contributes to the understanding of
various ethnic groups’ differing attitudes towards themselves and toward others
(Ponterotto, Anderson, & Grieger, 1986). Generally, ethnic identity examines one’s
acceptance and commitment to his or her ethnic group as one relates to the dominant
culture. Particularly, in regards to African Americans, ethnic identity enables
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African Americans to know and understand themselves (Rosenthal, 1987). The
development of a positive “African” identity is a liberating experience for African
American people (Cross, 1971; Thomas, 1981). Studies indicate that ethnic identity
is a phenomenon which changes with the social and historical context in which an
individual is involved and transforms with a person’s development and experience
(Atkinson, Morten, & Sue, 1983; Cross, 1978; Parham & Helms, 1985; Weinreich,
1988).
Phinney (1989) examined the relationship between ethnic identity and
development and ego identity. Subjects were from various ethnic groups. They were
interviewed to assess their ethnic identity and administered questionnaires to assess
ego identity. The study demonstrated that ethnic identity development is a key factor
related to self-esteem of minority youth.
Comas-Diaz, Arroyo, & Lovelace (1982) studied the relationship between self-
concept and ethnic identity of Puerto Rican adolescents who were involved in a
cultural awareness program. Multidimensional self-concept and cultural awareness
were assessed both before and after the program. Results indicated a significant
increase in cultural awareness and in academic self-concept. Near significant findings
were reported for two other domains of self-concept: awareness program apparently
had no significant effect on the student’s social self-concept. It seems that as
students’ pride in their heritage increased, some domains of their self-concepts
followed suit.
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A review of the literature indicates that there is a positive relationship between
ethnic identity and self-concept. However, a review of the literature reveals that an
in-depth analysis that directly assesses the relationship between ethnic identity and
self-concept is greatly needed.
Ethnic Identity Development And African Americans
Parham and Helms (1981) suggested that the racial identity development of
African Americans be a way to conceptualize intragroup differences among African
Americans. Cross (1991) defines African American racial identity as a process of
moving from negative or external determination to positive or internal determination
through a four stagej)rocess. These four stages are Pre-encounter, Encounter,
Immersion-Emersion, Internalization. This racial attitude model is based on the
premise that most people experience a stage wise process of developing racial
consciousness wherein the final stage is an acceptance of race as a positive aspect of
themselves and others (Parham & Helms, 1981).
The first stage. Pre-encounter, is characterized by a belief system that African
Americans are basically inferior and values and ideas about ethnicity are dictated by
European-American customs (Cross, 1991). Persons at this stage are likely to be
affiliated with campus or community organizations that have few people of color
(Mitchell & Dell, 1992; Parham, 1989). The Encounter stage is illustrated by a shift
or transition from anti-Black to a pro-Black belief system. This shift is prompted by
racially shocking experiences that causes the individual to question former beliefs and
values. The third stage, Immersion-Emersion, is distinguished by completely
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endorsing African American values and behaviors to the exclusion of European-
American values and behaviors. There is an all-consuming urge to understand,
incorporate and relate to the experience of being African American. In the final
stage, Internalization, individuals are able to selectively choose values and behaviors
of both African American and European American cultures. There is a sense of
compassion for all oppressed individuals, and students at this stage generally are
sympathetic to individuals who are at a lower level of consciousness.
Student levels of ethnic identity development are an important factor for
administrators to recognize when they are considering ways to enhance the
educational environment of African American students. Gay (1985) noted that
positive ethnic identification for most people of color does not happen automatically,
and a dialectical interaction exists between personal processes of ethnic identity
development and sociocultural context.
CHAPTER III
METHODOLOGY
The purpose of this chapter is to provide a detailed description of the applied
research procedures. A detailed description on how the research was conducted and
answers to the research questions in this study are outlined. This section provides
information on the site and setting in which the research was conducted; research
design, subject pool, sample size, instrumentation, research procedures, data
collection, and storage and analyses.
Site
This study took place in the Atlanta metropolitan area. Atlanta, the capital, is the
largest city in Georgia and approximately two-thirds of its population is African
American. Atlanta has a proud history and tradition of being at the vanguard of
movements for human dignity and for the advancement of the African American race.
For example, Atlanta is the birthplace of the eminent civil rights leader Dr. Martin
Luther King and was an important city during the civil rights movement. The city is
the home of the Atlanta University Center (AUC), the largest consortium of
historically African American institutions of higher learning in the world. The Center
consists of six predominantly African American colleges: three undergraduate
institutions (Morris Brown, Spelman, Morehouse); two graduate institutions
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(Interdenominational Theological Center and Morehouse School of Medicine); and one
university (Clark Atlanta University).
Clark Atlanta University (CAU) the chosen institution for this study, is the result
of a merger in 1988 between Atlanta University (founded in 1865) and Clark College
(founded in 1869). To date, CAU has a student body of approximately 3,914
undergraduates and 1,277 graduates. As part of its mission, Clark Atlanta University
is dedicated to providing an intellectual and educational environment in which students
can thrive, learn, and develop to their highest potential for leadership and responsible
citizenship (CAU Factbook, 1994).
Subject Pool
The subject pool for this study consisted of twenty (20) African American
females who participated in the African American rites of passage program: The
Nzinga Society during the Spring semester, 1996.
Sample
The Nzinga Society was comprised of twenty (20) undergraduate female students
classified as first year, sophomore or junior students. For the purpose of this study,
all of the participants were strictly chosen on a volunteer basis.
Research Design
This study used qualitative research techniques. The rationale for choosing
qualitative methodology over quantitative methodology is connected to the nature of
the subjects studied and the underlying goals of the research. Since this study
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explored the complex interconnection between self-concept, ethnic identity and culture
synchronization, this researcher believed it was necessary to use a methodology that
incorporated the existential experiences of the participants themselves.
Qualitative method of research permitted this researcher to provide depth and
detail through direct quotation and careful description of events, situations, people,
interactions, and observed behaviors as major foci for investigation and interpretation.
The advantage of using qualitative research was that detailed attention could be given
to nuance, setting, interdependencies, complexities, idiosyncrasies, and context. This
chosen method of research allowed the researcher to focus on capturing program
processes, documenting variations, and exploring important individual differences
between various participants’ experiences and outcomes.
Data Collection
Data for this in-depth analysis on the rites of passage program were collected
from an open-ended narrative without attempting to fit program activities or peoples’
experiences into prearranged, standardized categories such as the response choices
that constitute typical questionnaires or tests. As Blumer (1969) and Frankel &
Wallen (1993) emphasize, this methodology permitted the researcher to meet all of
the basic requirements of an empirical science: to confront the social world being
studied; to raise abstract questions about this world; to discover relations between
categories of data; to formulate propositions about these relations, to organize these
propositions into an analytical scheme that others can understand; and to test the
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questions, data, relations, propositions, and analysis through renewed examination of
the social world.
Observations and formal and informal interviews were the main methods of data
collection. Observational data permitted this researcher to understand the program
and its processes in its entirety. The data collected were highly descriptive in order
to allow others to understand what occurred and how it occurred. The purpose of
these observations were to discover what actually happens in a rites of passage
Program designed for African American females. These observations not only
illuminate what happened in each setting, but they also were used as the focus for in-
depth interviews about the nature and meaning of the participants’ actions.
There were three periods of research: the pre-research, research and the post¬
research period. All data for this study were confidentially collected and stored by
the researcher. The following procedures were implemented.
Pre-Research Period
Procedure 1: In cooperation with the officials of the African American culture
rites of passage Program (the Nzinga Society), an agreement was made to allow study
data to be collected during the academic year September, 1995 and Spring, 1996 on
participants in the program.
Procedure 2: The researcher secured permission from the institution’s
administration to conduct the study.
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Research Period
Procedure 3: All students who completed the rites of passage journey were asked
to participate in the research study. All participants were chosen on a volunteer
basis.
Procedure 4: The researcher conducted a group session with all subjects to
explain the nature of research project, research requirements, times and location. The
research instruments were introduced and any questions, problems and or concerns
were addressed.
Procedure 5: The researcher arranged for specific time, date, and place to
administer the demographic data form and conduct separate formal interviews of each
participant.
Procedure 6: The researcher explained and administered the instrument to the
participants at the specific time and place approved. All research participants were
informed about their rights to withdraw from the study at any time and were
appraised of the nature and content of the research. Research participants were
assured that their responses would be kept confidential.
Procedure 7: Each participant was thanked for their participation. The research
participants were given information about how they could obtain the results from the
study, should they so desire.
Post-Research Period




A demographic data form was designed by the researcher. Participants were
asked to complete the demographic data form. The demographic data form included
items concerning each participants’ age, academic class, current grade point average,
parents’ income level and parents’ highest level of education.
An interview guide which listed questions or issues that were explored in the
course of the interview were also designed by the researcher and validated by the
dissertation chair and committee members. This guide was prepared to ensure that
essentially the same information was consistently obtained from all participants
interviewed. This guide served as a basic checklist during the interviewing process to
guarantee that all relevant topics were addressed. The researcher remained free to
build a conversation within a particular subject area, to word questions spontaneously,
and to establish a conversational style, but with the focus on a particular
predetermined subject.
The Interviewing Process
Scheduled interviews were conducted at the end of crossing (graduating
ceremony) for each participant completing the program. Also, each elder was
interviewed. Interviews were conducted using Glasser and Strauss’s theoretical
sampling and constant comparative method of analysis. Theoretical sampling means
that interviews were based on concepts relevant to the evolving research. Sampling
was directed using theoretical sensitivity and coding procedures. Theoretical
sensitivity refers to the researcher’s attribute of having insight, the ability to give
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meaning to data, the capacity to understand, and capability to separate pertinent data
from that which isn’t. Coding is the process of discovering, naming and categorizing
phenomena. Sampling is used in coding to uncover as many potentially relevant
categories as possible. Questions organized for the interviews were structured around
the areas of self-concept, ethnic identity, perceptions of what happened in given
situations, individual responses to the organization, people, and topics of activities
addressed.
Validity and Reliability
With qualitative research much depends on the researcher in regards to validity
and reliability. A number of techniques may be used to check the perception of the
researcher in order to ensure that the researcher was not being misinformed and in
effect the researcher was seeing what she thought was real.
The following two procedures were used for checking on or enhancing the
validity and reliability in this research:
Triangulation - the use of multiple sources of data, multiple methods were applied
to enhance the probability that hypotheses and interpretations were credible (Ary,
Jacobs, & Razavieh, 1990). The methods which this researcher used are direct
observation, interviews and descriptive statistics.
Direct observation - consisted of detailed factual and accurate descriptions of
program activities, participants behaviors and experiences.
60
Interviews - consisted of direct quotations from participants about their
experiences, opinions, feelings and knowledge. Descriptive statistics were used to
analyze the information collected from the demographic data form.
Duration of Observations - observing the rituals and participants over a time
period of nine months enhanced the reliability regarding what the researcher was
hearing and seeing; hence, information about a group does not begin to emerge until
some time has passed and the members of the group become familiar with and willing
to trust the researcher.
The researcher used audio tapes when possible and appropriate. Interviews were
conducted by the researcher with members of the Nzinga Society who crossed
(completed the journey) prior to Fall, 1995 to serve as a pilot test of the interview
guide.
Method of Data Analysis
The primary method of data analysis used for this study was coding; however,
descriptive statistics were also used to summarize the demographic data and results of
the interviews. In qualitative research, coding represents the operations by which
data is broken down, examined, compared, categorized, conceptualized and put back
together in new ways (Strauss & Corbin, 1990). Content analysis was used to
identify and subsequently organize categories and themes that emerged from the
transcribed text. For example, each answer to an individual’s question across all
participants were systematically filed into a computer data base, based on categories
and themes. After all of the answers to individual question were sorted, the constant
61
comparison method of data analysis was used to compare each example in a category
to the previous examples in that category.
CHAPTER IV
ANALYSIS OF THE DATA
This study was designed to investigate the influence the Nzinga rites of passage
program had on African American female college students’ academic achievement,
self-concept and ethnic identity. Specifically, this study examined the relationship
between academic/nonacademic variables and the cultural synchronization of African
American female college students attending a historically Black college or university.
It is important to mention here that this research examined rites of passage; it does
not give detailed descriptions of rituals and ceremonies. This research stands on the
groundbreaking work that Hale-Benson (1984), Irvine (1991), and Warfield-Coppock
(1990, 1993) contribute to the understanding of African American students, their
culture and education. This study was directed by three major questions which were
delineated in Chapter I:
1. How did the participation in an African American female rites of passage
program influence the participants’ self-concept?
2. How did participation in an African American female rites of passage
program influence the participants’ ethnic identity?
3. How did participation in an African American female rites of passage
program influence the participants’ academic achievement?
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A thorough literature review was conducted in Chapter Two, and various theories
and studies from researchers were presented. Scholarly contributions from Irvine
(1990), Asante (1988), Hale-Benson (1986), Madhubuti (1991), Perkins (1986),
Warfield-Coppock (1990,1993) and their colleagues provided insight into how rites of
passage influence the socialization and academic achievement of African American
students.
Chapter Three provided an in-depth analysis of the theoretical framework used in
this study. In this analysis the theory of Afrocentricity was presented and its
relationship to cultural synchronization were examined.
Chapter Four detailed the research methodology, design and interview
procedures. The method of data analysis was also discussed. The method used for
analyzing the data was coding.
Analysis of Data
Research was conducted at Clark Atlanta University beginning September 1995
through Spring 1996 to investigate how participation in the Nzinga rites of passage
program influenced the academic achievement, self-concept and ethnic identity of
African American female students. A pilot test was administered to four Nzinga
participants who had previously completed the journey. The results of the pilot test
indicated; (1) a need to rephrase some of the interview questions; (2) the
approximate length of time needed for the interviews; (3) a need to synthesize some
of the categories for the interviews and enhance the interviewing skills of the
researcher. The researcher interviewed sixteen (16) or eighty percent of the twenty
(20) Nzinga participants. The interviews were taped and consisted of open-ended
questions that lasted for approximately one and a half hours.
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Transcription of these interviews formed the foundation for the development of
the instrument of the study. The researcher coded and paraphrased some items. The
interview question were organized into categories that reflected the research questions.
Each category consisted of various themes. The themes were descriptive responses of
over half of the sample respondents. The categories and themes were as follows:
I. Demographic Results
a. Academic Performance
b. 1996, Spring semester grade point averages
II. Cultural Synchronization
Category: Understanding of African and African American culture




Category: Understanding of rites of passage
Themes: Transition from Childhood to Adulthood
African Concept of Development
Principles











IV. The affects of rites of passage on ethnic identify
Category: Ethnic Identity
Theme: Racial Consciousness and Identity
The results of this study were divided into two sections: Section A, which
contains the demographic data and the results of the academic performance of the
participants. Section B, which contains categories, themes, and summaries of the
results of each question asked during the interview.
Section A: Participants Demographic Data
The participants in the Nzinga rites of passage program were comprised of a very
diverse group of young ladies. To demonstrate the changes and uniqueness among
the participants, below is a brief summary of the background of the group members.
The typical participant was a sophomore attending Clark Atlanta University with
an above average grade point average between 3.00 and 3.49 for both Fall 1995 and
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Spring 1996 semesters. The majority of the participants were middle class and were
not raised in an all African American community but most of them did attend an all
African American high school. She lived in a home were she was raised by a single
parent, the mother. But the value of education was not lost in the home, because the
majority of the mothers finished college and completed graduate school.
As shown in Table 5.1, 10 participants attended Clark Atlanta University, 5
attended Spelman College and 1 attended Georgia State University.
TABLE 5.1
WHAT COLLEGE/UNIVERSITY DO YOU ATTEND?
Response Frequency Percent
Clark Atlanta University 10 62.5
Spelman 5 31.3
Georgia State University 1 6.2
Total 16 100.0
Of the 16 participants that responded, the following majors were given: 2 were
Biology; 2 Psychology; 1 Mathematics; 3 business; 2 history; 1 English; 1 Art; 1
Spanish; 1 Mass Communication/Theater; 1 Music; As indicted in Table 5.3, 3
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TABLE 5.2











Mass Communications/Theater 2 12.5
Total 16 100.0
TABLE 5.3








participants responded freshman, 10 responded sophomore, and 3 responded junior as
their college level classification.
As indicated in Table 5.4, for Fall 1995, 3, or 18.8%, of the participants stated
their grade point average was between 4.00-3.50; 7, or 43.8%, of the participants
stated their grade point average was between 3.49-3.00; 5, or 31.3%, of the
participants stated their grade point average was between 2.99-2.50; and 1, or 6.3%,
of the participants had a grade point average of between 2.49-2.00. Question five
also requested Spring 1996 grade point averages. As shown in Table 5.4, 6 or
TABLE 5.4







4.00-3.50 3 18.8 6 37.5
3.49-3.00 7 43.8 8 50.0
2.99-2.50 5 31.3 2 12.5
2.49-2.00 1 6.3 0 0.0
No Response 0 0.0 0 0.0
Total 16 100.0 16 100.0
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37.5%, of the participants stated their grade point average was between 4.00-3.50
compared to 3 or 18.8% of the participants in fall semester 1995; 8 or 50% of the
participants stated their grade point average was between 3.49-3.00, compared to 7,
or 43.8% of the participants in fall semester 1995; 2, 12.5% percent of the
participants stated their grade point average was between 2.99-2.50 compared to 5, or
31.3% in fall semester 1995.
Table 5.5 shows 5 or 31.3% of the participants responded that the racial make-up
of their community was 100% African American; 7, or 48.8%, of the participants
TABLE 5.5
WHAT IS THE RACIAL MAKE-UP OF THE COMMUNITY THAT YOU WERE
RAISED IN?
Response Frequency Percent
100% African American 5 31.3
75% African American 7 43.8
50% African American 1 6.3
25% African American 1 6.3
Less Than 25% African American 1 6.3
No Response 1 6.3
Total 16 100.0
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responded 75% African American; 1 responded 50% African American; 1 responded
25% African American; 1, or 6.3%, responded less than 25% African American as
their community ethnicity.
Six participants responded the ethnicity of their high school as being 100%
African American; 2 responded 75% African American; 3 responded 50% African
American; 1 responded 25% African American; 3 responded less than 25% African
American as indicated in Table 5.6.
TABLE 5.6
WHAT IS THE RACIAL MAKE-UP OF THE HIGH SCHOOL THAT
YOU ATTENDED?
Response Frequency Percent
100% African American 6 37.5
75% African American 2 12.5
50% African American 3 18.8
25% African American 1 6.3
Less than 25% African American 3 18.8
No Response 1 6.3
Total 16 100.0
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As illustrated in Table 5.7, 4, or 25% of participants indicated that their mother’s
highest level of education was high school, compared to 5, or 31.3% of the
participants who stated that their father’s highest level of education was high school; 6
or 37.5% of the participants indicated that their mother’s highest level of education
was four years of college, compared to 4 or 25 % of the participants who indicated
that their father’s highest level of education was four years of college; 5 or 31.3% of
the participants indicated that their mother’s highest level of education was graduate
school, compared to 3 or 18.8% of the participants who indicated that their father’s
TABLE 5.7







Elementary School 0 0.0 1 6.3
High School 4 25.0 5 31.3
Four-Year College 6 37.5 4 25.0
Graduate School 5 31.3 3 18.8
Professional School 1 6.3 2 12.5
Do Not Know 0 0.0 1 6.3
Total 16 00.0 16 100.0
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highest level of education was graduate school; 1 or 6.3% of the participants indicated
that their mother’s highest level of education was professional school, compared to 2
or 12.5% who indicated that their father’s highest level of education was professional
school; 1 or 6.3% of the participants indicated that her father’s highest level of
education was elementary school; and 1, or 6.3% of the participants did not know her
father’s highest level of education.
As indicated in Table 5.8, 10 or 62.5% of the participants responded that they
live with their mother only; 4 or 25 % responded that they live with their mother and
father; 1 or 6.3% of the participants responded they live with a guardian.
TABLE 5.8
I LIVE WITH MY...
Response Frequency Percent
Mother Only 10 62.5
Mother/Father 4 25.0
Guardian 1 6.3
No Response 1 6.3
Total 16 100.0
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As shown in Table 5.9, 1 or 6.3% of the participants stated their family income
was less than $20,999; 2 or 12.5% stated that their family income was between
$21,000-29,999; 3 or 18.8% stated their family income was between $30,000-39,999;
5 or 31.3% of the participants stated that their family income was between $40,000-
49,999; 3 or 18.8% stated their family income was between $60,000-79,999; 2
participants did not respond.
TABLE 5.9
MY FAMILY’S INCOME IS APPROXIMATELY...
Response Frequency Percent





No Response 2 12.5
Total 16 100.0
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Section B: Summary of Interviews
The interview guide consisted of six questions based on academic achievement,
self-concept and ethnic identity. The interview situation consisted of the interviewer
and the interviewee. The participants were requested to be candid and honest in
answering question and their anonymity was assured. They were told there were no
right or wrong answers and that their answers should reflect their true feelings and
reactions to the questions posed. They were assured that the information given would
be treated as strictly confidential and would be used for no purpose other than
research.
The Nzinga Society
Unlike many cultures, American culture does not formally recognize the
transition from childhood to adulthood with any particular ceremony. Clark Atlanta
University, along with many other African American organizations, churches, and
schools, have established rites of passage programs in an effort to enhance the
psychosocial development of African American youth moving from childhood to
adulthood.
Preparation for a rites of passage program is a personal and cultural experience.
African American rites of passage require that ideology, education, training, and
African American culture be taught prior to a celebration of welcome-to-young
adulthood. The female rites of passage program housed at Clark Atlanta University is
called the Nzinga Society, the program observed for this study. The ideology of the
Nzinga Society is based on Afrocentricity and transformation. For the purpose of this
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research, an ideology is a system of ideas, beliefs, traditions, principles and myths
held by a social group or society that reflects, rationalizes, and defends its particular
cultural, social, political, and economical interests (Banks & Lynch, 1986).
The Nzinga Society philosophy is based on the ancient Egyptian Mystery System
(Kemetic) [understanding of the development of humankind]. According to James
(1986), the following ten virtues were sought by students in the ancient Egyptian
Mystery System:
1. Control of thought
2. Control of action ; : : ? •
3. Devotion of purpose
4. Faith in the Master’s ability to teach the truth
5. Faith in one’s ability to assimilate the truth
6. Faith in our ability to wield the truth
7. Freedom from resentment under persecution
8. Freedom from resentment under wrong
9. Ability to distinguish right from wrong
10. Ability to distinguish the real from the unreal
These 10 virtues are used as the foundation for the Clark Atlanta University rites
of passage program (the Nzinga Society). The major objectives follow;
• to help African American young women achieve a sense of true identity and a
feeling of belonging and commitment to the African American community and
Diaspora.
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• to help African American young women achieve a level of social maturity and
awareness that will enable them to function in this society without engaging in self-
defeating behavior.
• to help African American young women realize and achieve feminine roles that
are satisfying, responsible, and consistent with acceptable cultural norms and values.
• to help African American young women develop a philosophy of life which
allows them to function in a responsible and mature manner.
• to help African American young women relate positively to their parents,
peers, extended family, teachers, elders, and all humankind.
The program consists of a council of elders and a leader referred to as “Baba”.
The council elders are women who are committed volunteers, have high integrity,
demonstrate moral character, and feel the need to give back to the community. The
primary responsibilities of the elders are:
• to serve as extended family members to participants;
• to be role models for the participants;
• to be advocates for the participants;
• to be the core instructors in the program;
The program is structured around the following guidelines.
Weekly meetings;





The purpose of the Nzinga Society is to train young African American females in
the art of self-mastery. It is a rites of passage organization based on traditional
African female societies. In essence, self-mastery is achieved via five primary
principles: (humility, wisdom, nurturing, forgiveness, spirituality).
Rituals, ceremonies, and celebrations are held where young women learn to
exhibit these principles in their lives. The rites of passage journey consists of weekly
meetings, greetings, and periodic “family meetings” of Nzinga sisters and the rites of
passage for males, (Ndugu), elders and supporters. Two, 48-hour rituals are
conducted. The first ritual focuses on issues of women, including aesthetics and
sense of beauty. The second ritual focuses on reinforcing, defining, and clearly
understanding the meaning of the primary principles, learning the Nzinga pledge,
practicing dances for the crossing, and participating in various rituals that permit each
participant to reflect and discuss growth that has occurred during the journey. The
48-hour rituals are held in an environment that is isolated and tranquil, thus, allowing
participants to experience interdependence, mutual aid, adaptability, and
cooperativeness in an uninterrupted space.
Warfield-Coppock (1992) asserts that rituals bring stability into the lives of
people and create balance and order. An objective of the Nzinga Society is to
enhance the inner strength of its participants. This is accomplished through various
rituals. Every Nzinga meeting began with each participant performing the ritual of
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self-correction. Self-correction is a process where individuals silently greet the
creator in meditation. Next, group prayer and thanks was given to the creator.
Prayers and thanks were led by the elders and were affirmed by the participants.
After this ceremony, rituals, and weekly meetings were centered around the primary
principles.
Many rituals were conducted during the journey. For example, the pouring of
libation was a ritual which acknowledged the ancestors and established the cultural
foundation of a ceremony. Libation, which was like a prayer, identified the
connection between those living and those deceased. It generally required the pouring
of liquid, onto the ground while calling on or naming the ancestors with whom the
connection was desired.
Another ritual that was practiced during this rites of passage journey was the
acknowledgment of the elder. This ritual recognized the importance of the elders in
the community. It was an on-the-spot request for permission from an elder to begin
proceedings or the events at hand. This ritual placed the older person’s knowledge
and wisdom in the perspective of balance and respect for the proper order in the
community.
Bathing rituals were also conducted. A bathing ritual was a type of bath which
consisted of various oils, flowers, herbs etc.; the bath symbolized a rebirth, the
change from adolescence into adulthood.
Private and public ceremonies were also conducted during the rites of passage
journey. Private ceremonies were almost always used to further the bonding process
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of the participates. These activities highlighted the importance of the collective nature
of the people. Private means away from the eyes of any who are not clearly related
to the process of the rites. This was a way of reaffirming the connectedness of all the
members. On the other hand, public ceremonies provided recognition and marked the
completion of the intiation process. These ceremonies recognized the participants’
transformation and demanded new relationships with those who have completed the
process.
During the journey, learning occurred in many situations and had various impacts
on the learner. Ordeals or extreme situations were often used to teach lessons of
dramatic and powerful importance. Discipline and responsibility were two important
lessons designate for the Nzinga participants growing into adulthood and was taught
through various activities. For example, blindfolding was an activity that symbolized
darkness and ignorance. When a participant moves toward adulthood, she was
moving toward the light or knowledge; this symbolic activity had knowledge and
spiritual meaning.
Forced silence was also an activity used to discipline. This activity allowed the
participants to focus on listening, self-control and the need for enlightenment that
could not have been achieved during periods of noise and confusion. The Nzinga
elders believe that only when one is quiet internally can one’s spiritual essence begin
to develop. This activity was used to cultivate and maximize the importance of
lessons learned by quieting and centering self.
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Fasting also served as a disciplinary tool. This activity encouraged discipline and
again self-control. Fasting symbolized sacrifice which was required to obtain
important intangible virtues in life. Fasting also served to cleanse the body which
indirectly heightened one’s sense of awareness and access to spiritual abilities.
The teaching of the primary principles, rituals and activities were intended to
instill a “sense of appropriateness and excellence” in the participants. The leaders of
the Nzinga Society believe that these principles "must" be practiced at all times and
are essential for the positive growth and development of its participants. Also, ethnic
identity and positive self-concept is nurtured when participants have an understanding
of and practice these principles in their daily walk.
The selection of participants into Nzinga was determined by an open calling
process. This process allowed anyone who was interested in the Nzinga Society to
participate in the program. The guidelines for participation were as follows:
• recognize that you are not quite the adult you should be;
• willingness to participate in forty-eight hour rituals;
• abstinence from sex;
• absolutely no drug or alcohol use;
• cannot miss a weekly meeting;
The participants who answered the calling and continued to adhere to the above
mentioned guidelines were called Yerutu, meaning approaching the journey. The
Zerutu were participants who were actually in the process of the Journey.
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This study’s current Nzinga group (Zerutu) began in the Spring of 1995 with bi¬
monthly meetings, getting to know each other rituals, and conversation encouraging
sisters to reflect on who they were. (From September of 1995 through April 1996,
was the actual rites of passage period, “the journey”). After completing the
introduction to the principles of self-mastery, participants began preparing for the
crossing ritual. The crossing ritual was a ceremony which indicated that the rites of
passage journey had been completed. During this ritual, family, friends, and the
community were invited to join the celebration.
Culture Synchronization and Participation in the Nzinga Society
During the late sixties and early seventies cultural/educational organizations were
major proponents and advocates of the use of rites of passage ceremonies. Cultural/
nationalist movements for Black pride and self determination provided the catalyst for
the revitalization of the concept of rites of passage programs for African Americans.
Similarly, the Nzinga Society focuses on bestowing the history and culture
Africans and African Americans through rituals and ceremonies. This process is
accomplished by educating participants of historical events, identifying African
vestiges, and examining current events, issues and concepts from an African frame of
reference. These rituals, ceremonies and colloquies served as an effort to correct the
assumption that African and African American culture is deprived and pathological.
In Nzinga the goal of cultural awareness is to bring an understanding that African and
African American culture is different as well as normal and functional. The following
narratives and analyses sought to examine the structure of the Nzinga rites of passage
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program and its influence on the participants in relationship to self-concept, ethnic
identity, and academic achievement.
Questions one (What made you want to participate in the Nzinga Society?), two
(Define or describe the rites of passage program/process), and five (How has
participation in Nzinga enhanced or changed your understanding of African and
African American culture?) of the interview guide all addressed the cultural
synchronization aspect of this research. In particular, question five examines the role
of culture in a rites of passage program and the understanding of culture as perceived
by the participants.
The following statements outline the c ategory, themes, and responses from
participants when asked the following question:
How has participation in Nzinga enhanced or changed your understanding of
African and African American culture?
CATEGORY: Understanding African and African American Culture
THEME: Importance of Cultural Heritage
RESPONSES FROM PARTICIPANTS:
“Learning about our culture has given me a strong perspective of our greatness.”
“Participation has help me to understand my ancestry linkage and has caused me
to honor my living and deceased grandparents.”
“I did not understand until I journeyed how our ancestors really made major
sacrifices for us.”
“lam proud of my ancestors for holding on to and passing on customs and
values, now my generation is able to experience our rich culture.”
“History has a way of repeating itself and I don’t want to repeat slavery. Having
an understanding of my African and American culture helps to know who I am.”
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“You need to know were you come from to know who you are.”
“I totally understand now, it is up to us to build a nation so that our children will
have just not material things, but principles, and cultural significance which we
pass on.”
“Nzinga has been the only environment during my college experience that has
really taught me about our culture.”
“Although we attend African American colleges we learn very little about our
culture. Because of this I am thankful for Nzinga.”
THEME: Spirituality
“I did not know the intensity of spirituality among African Americans; I did not
grow up in a religious family.”
“I did not know the connection between marshal arts and spirituality; I thought it
was all oriental; Participation has changed my understanding, now I just look at
everything as being of African origin.”
“Participation has shown me how religion has been misused and we all are
spiritual beings; religion is one way to divide the community.”
“My spirituality is who 1 am. Being a spiritual person is being connected to
those who shared your same culture and values.”
“We are a spiritual people and to survive we must put the Creator first, this
makes it easy take care of your sisters, brothers, and community responsibility.”
THEME: Community Responsibility
“We have to help one another. We are our brothers and sisters keepers.”
“Collective work and responsibility is the thing that will change our community.”
“It has really enhanced my understanding of giving and also being a part of the
community.”
“Now I understand the connectedness to my community, family, and the
Creator.”
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“Our Culture teaches us that we come from a history of greatness and it is
important that we get an education so that we can uplift our communities. ”
“It is important that we learn our heritage and culture so that we don’t make the
same mistakes over and our communities can become stronger. ”
CATEGORY: Understanding African and African American Culture
THEME: Community Responsibility
“You can’t run away from our heritage. It is up to young people in college to
start to help our communities to become more Afrocentric so that we can better
understand who we are.”
“I have learned that we have to stop being followers. Our culture is rooted in
our unique identity as a people. We need to start putting our money back into
our own.”
THEME: Liberation
“Learning the history of Africans prior to America has been liberating,
wonderful, and uplifting”
“I guess most importantly I realized that we have a very long way to go as a
people and Nzinga and Ndugu is a small entity towards the liberation of African
Americans, ”
“I have learned that we must be unified and stick together in order to become a
liberated people.”
“We are a great people and a lot of European values are stopping us from
becoming liberated and embracing our culture. ”
“Understanding my culture has helped me to cope better with everything. I
understand that to be liberated means doing things that are best for African
American people.”
the participants stated that participation in the Nzinga Society enhanced or in
some ways changed their understanding of African and African American culture in
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reference to the importance of cultural heritage, the role of spirituality, community
responsibility and the liberation African American people. Eleven or 68.75% stated
that their understanding and appreciation of African And African American cultural
heritage improved during participation. Ten or 62.5% of the participants recognized
that their spirituality was enhanced during participation. Eight or 50% of the
participants indicated that their sense of community responsibility had changed during
participation and 8 or 50% of the participants expressed that an increased
understanding of African and African American culture contributed to their awareness
of liberation and unity of African American people. These themes which emerged
from the participants narratives were consistent with the programs objective of helping
African American young women to achieve a sense of true identity and a feeling of
belonging and commitment to the African American community. Several participants
noted that their new view of cultural heritage seemed to improve their self-knowledge.
Also an understanding of African and African American culture seem to broaden their
appreciation and obligations to their racial group.
After extensively observing and examining the Nzinga Society, its goals,
objectives, and the arduous requirements for participation in the Nzinga Society, this
researcher felt it was necessary to explore why these college students would
“voluntarily” participate in a program which demanded a complete re-evaluation of
self and purpose. Questions one and two were introductory inquires constructed
specifically to explore the participants interest and understanding of a rites of passage
program. Question one asked the participants to define or describe a rites of passage
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process or program. This question was formulated by the investigator to gain insight
into how the participants perceived the rites of passage process. When asked to
define or describe the rites of passage process/program, 14 or 87.5% of the
participants acknowledged a rites of passage as an African concept of development.
Twelve or 75% of the participants conveyed their understanding of rites of passage to
be a process for putting values and principles in one’s life and bringing them into
adulthood. Thirteen or 81.25% of the participants responded that a rites of passage
was a process to prepare African American people to take on the title of adulthood.
Fourteen or 90% of the participants included in their definition of rites of passage, a
process that involves young men and women going through challenging and sacrificial
situations to prepare them for adulthood. Most of the participants focused on
transforming self when discussing their concepts of rites of passage.
The statements that follow outlines the category, themes, and responses from
participants when asked the following:
Define or describe the rites of passage process/program.
CATEGORY: Describe the Rites of passage Process
THEME: Transition from Childhood to Adulthood
RESPONSES FROM PARTICIPANTS:
“There are certain things you have to pick up and understand which is your
responsibility as a man or a women.”
“To me, it is just “work”. You develop mentally, spiritually, and physically into
responsible adults.”
“Many times we just become a certain age and think automatically that we are
women but we don’t have the maturation.”
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“It is a way of life. It has help me to stay focused and centered. It teaches
responsibility and accountability,”
“Before Africans came to America, they had certain rites. There were certain
levels of development you had to pass in order to become accepted as an adult.
That is what a rites of passage is.”
“Just a number doesn’t mean anything; I think that this passage makes you
understand that just because you are a certain age doesn’t make you a woman.”
“For me it is Just growing from boyhood to manhood or girlhood to
womanhood.”
“It is a process that helps a person go from one stage to the next smoothly,”
“It is a coming into adulthood. A way of preparing people to take on the title of
adulthood.”
“In the Kemet society every young brother or sister had rites to go through to
become an adult in the community. It’s an African concept of development.”
“For me it has been an experience that has taught me responsibility to myself,
family, community, and most importantly my relationship with God.”
“It is a process that helps a person to understand the changes they have been
through and deal with situations better. ”
THEME: Principles
“It is a process that brings order to growth. It helps you to become who you are
as opposed to having social forces and influences that may not be in your best
interest. ”
“Women are emotional beings and rely a lot on their intuition and the principles
learn during this process cultivate that relationship.”
“Learning certain principles and being put in particular situation where you don’t
make the same childish decisions. ”
“Having a clear understanding of certain principles and values, and what is
adulthood behavior. I think this really does contribute to your growth and
development. ”
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“It is a process that teaches your principles. I have been able to use what I have
gained through Nzinga to shape or manifest who I am.”
“There are principles to master, certain spiritual levels to achieve, and different
ceremonies to complete before moving into adulthood.”
“It put more values and principles in my life and helped me to cultivate these
principles on a daily basis. ”
“Rites of passage is a African centered process of development. It exposes you
to your culture, and principles in order to help you understand who you are.”
“Nzinga is a space that teaches you principles and these principles help you to
look from within to gain your strength and power.”
In conclusion, the overriding analyses shared by the participants was that the rites
of passage is a means by which they become accountable, responsible and principled
young women with purpose. Most of the participants interpreted the rites of passage
process as a transformation from childhood to adulthood, physically, mentally and
spiritually.
Question two asked the participants to discuss reasons for participating in the
female rites of passage program: The Nzinga Society. The Nzinga Society is rooted
in principles, discipline, excellence and appropriateness. The aim of the program is
to accomplish self mastery. This researcher wanted to investigate and bring an
understanding of why one would voluntarily participate in a non-traditional, African-
centered program with tremendously high, academic, social and moral requirements.
As indicated, the themes self-improvement, African identity and spiritual
guidance, and discipline related to the program objective of self-empowerment.
Fifteen or 93.75% of the participants’ narratives emphasized the genuineness of the
participants capacity to recognize that they were not quite the individuals they were
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capable of being or becoming and that they lacked purpose and direction. The need
for spiritual guidance was disclosed overwhelmingly as reasons for participation.
Another shared response by all of the participants was they wanted to learn more
about self and the African rites of passage process. Similar to the above, 13 or
81.25% of the participants felt there was something lacking in themselves and desired
to tap the power within so they could identify their purpose in life. Another
interesting comment shared by 8 or 50% of the participants was they were looking for
an African centered environment; an environment which connected the participants to
their culture, history and brought some clarity to the duality of being African and
American. Fourteen or 87.5% of the participants stated that they recognized the need
to become focused, disciplined, and pushed toward personal excellence and moral
integrity. A few participants knew someone who had previously journeyed and liked
the changes they had observed in that person. Others responses were, the participants
knew an elder of the program as an instructor; participants knew some Ndugu
brothers; needed a strong foundation away from home and did not want to join a
sorority. The following are participants responses when asked:
What made you want to participate in the Nzinga Society?
CATEGORY: Reasons for Participation
THEME: Self-Improvement
RESPONSES FROM PARTICIPANTS:
“I wanted to learn more about myself. I wanted to learn more about African
rites of passage. ”
“Self-improvement!!!! ”
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“I wanted to improve self. I did not want to join a sorority and I wanted to
belong to something more in-depth and Nzinga has that something to offer me.”
“I needed to change and need discipline.”
“I knew I needed a strong foundation away from home that would keep me
focused. ”
“I needed some spiritual guidance in my life. My mother had been in an almost
fatal car accident and I Just needed to be in a spiritually enriching environment.”
“I was experiencing a lot of challenges and needed guidance and direction.”
“I wanted to learn how to accept and love myself unconditionally.”
“Well, one of my friends had been through Nzinga and I followed her experience
from the beginning to the end. I liked the change I saw in her and wanted to it
for myself.”
“I wanted a space comfortable away from home that would motivate me to reach
my highest potential and Nzinga provided me with those inner challenges.”
“I knew some Ndugu brothers that were involved and I liked the growth I saw in
them and wanted to join the female component.”
“I was very materialistic and competitive and I recognize that people were my
friends for these reasons and not for who 1 am.”
“I thought that my world was just falling apart and so when Nzinga had a calling.
I was like I think I should do this. ”
THEME: African Identity
“When I joined Nzinga I was really struggling with my ethnicity and I wanted to
be with other people that were going through the same things as I was. ”
“I was looking for a space that provided me with African centered principles and
this was it.”
“I want to learn more about African American culture and people.”
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In conclusion, participants in the Nzinga Society focused on the need for change,
purpose, direction, and self-improvement. There seems to be an overwhelming
census of dealing with self-actualization, understanding of self and being oneself. The
desire of the Nzinga Society is that at the end of four years, these students will finish
college with not only a degree but also a positive sense of self and a consciousness
which will equip them with the mentality and competency necessary to become
prominent leaders who proudly participate in uplifting African American people.
Question three of the interview guide asked the following research question:
How did participation in the Nzinga Rites of passage Program influence
your self-concept?
In Nzinga participants are taught that knowing one’s self is a fundamental aspect
of assuming personal power. For the Nzinga Society an intricate part of
understanding culture is that culture teaches one the knowledge of herself. The
Nzinga Society recognizes that human beings are not bom with automatic knowledge
of who they are and that self-knowledge is taught by the society through the family,
the educational structures and through culture. In addition to understanding of
culture, Nzinga acknowledges information one receives about self is imperative to the
development of self. One develops self knowledge based on information she received
about herself. Thus, information should be relevant to survival and to the issues of
adjusting to life. The ideology of the Nzinga Society is, if traditions and customs of
African American people are alien, if the education is irrelevant and if the goals are
dangerous to life, then adjustment becomes almost impossible to achieve. It is the
belief of the Nzinga Society that people become what they are taught about
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themselves. In Nzinga participants are taught that the slave experience robbed
African American people of knowledge of self by destroying cultural practices, took
away names, language, religion, symbols and rituals. Hence, in an effort to restore
African American culture, the Nzinga Society encompassed giving participants
African names, using African language, symbols rituals and ceremonies to resurrect a
lost culture. Nzinga recognizes self knowledge is not just knowing the past but more
importantly, self-knowledge is knowing how African Americans as humans operate
and what their human potentials are.
In Nzinga self-knowledge necessitates a need for self-corr«;tion, self-concept,
respect and principles. Self-correction means one likes self and has a commitment to
self and is willing to recognize the need to correct oneself. Participants in the Nzinga
Society begin to understand love for self, generates a commitment to one’s cause and
builds a strong bond with those who share her interest in her group goals.
Self-concept is the way individuals see themselves and is at the base of a person’s
capacity to reap the full benefits from her life. Self-concept comprises other’s
perception, a person’s experiences, and the kind of information society gives a person
about herself. When one examines the correlation between the lack of cultural
synchronization and self-concept in African American youth, it is not surprising
supposedly reliable and trustworthy sources (e.g. educational institutions, government,
media, etc.) in this society do not provide African American youth with accurate and
positive information about themselves. The Nzinga Society believes if inaccurate or
negative information is continuously passed along, African American youth learn to
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dislike themselves and expect very little from themselves. Therefore, it is important
that “African American educational institutions” and communities provide accurate
information that gives African American youth a good image of their best
possibilities.
It is through respect self-concept is activated in a positive light. Nzinga is a
society which exercises the qualities of respect, cooperation, interdependence, and
reciprocity. The more the Nzinga Society environment perpetuated respect, the
greater the respect grew in its participants.
In Nzinga, principles define the highest goals of the human potentiality. A
person’s principles are not intended to imprison her with guilt and prohibition, but to
enlighten her during any endeavor or adversity. The Nzinga Society emphasizes
principles over self-concept because unlike self-concept, principles identify the best
one can be and not just indicate what she is.
The Nzinga Society emphasized empowerment through the operationalization of
African centered principles and virtues. African centered principles and virtues were
used to promote positive self-concept and ethnic pride. Virtues such as inter¬
connectedness, collective consciousness, and oneness with nature were understood as
virtues related to the primary principles (humility, spirituality, wisdom, nurturing, and
forgiveness). The virtue of interconnectedness holds all thing are interdependent.
Through interconnectedness participants were taught a relationship is not reciprocal or
satisfying when one person is always receiving (Asante, 19988). The virtue collective
consciousness refers to the sense of being related to the members of one’s ethnic
94
group; this sense of relationship to everyone is the cornerstone of interdependence
(Warfield-Coppock, 1990). The virtue oneness with nature espouses the premise
spiritual forces, human beings and nature are invaluable and deserve ubiquitous
respect (Warfield-Coppock, 1990). For example the virtue of inclusiveness was used
to teach participants that class, color and economic status have been used to exclude
and oppress groups of people. Likewise, the virtue mutual aid that is based on
interdependence, emphasized participants take care of each other basic needs
(Warfield-Coppock, 1990).
The following represents the category: self-concept, the themes: self
responsibility, appearance, relationship with family, relationship with others, values
and beliefs and participants quotes when asked the question:
How has participation in Nzinga affected your self-concept?
CATEGORY: Self-Concept
THEME: Self-Responsibility
“I realized that I have other attributes that I did not know about. Now people
look at me differently. 1 see my self as being more culturally centered. I
recognize my African attributes.”
“There was a period in my live when I thought I was a White girl. I did
everything they did, there was nothing else in my environment to tell me I was
not white. Nzinga helped me become more African centered.’
“For me having a name that has a purpose and defines some of my attributes
brings out positive feelings of self-worth.”
“I now accept myself for who I am, participation in Nzinga has given me inner
and outer strength.”
“Nzinga has helped me to become focused. Nzinga has developed a lot of
character in me. It has helped me with my self-esteem.”
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“I had a self esteem problem in high school; I went through every type of
confusion possible. For a long time I did not know who I was. Participating in
Nzinga has given me self-worth and confidence. ”
“It has improved it a lot. It is amazing at one point I thought I was going to
commit suicide and now that I look back the reasons are so petty.”
“I think it has enhanced my philosophy of self. I have never felt I was a person
with low self-esteem.”
THEME: Appearance
“I cut my hair while journeying. I don’t think I would have done this prior to
Nzinga. Now I feel I am beautiful as myself, natural.”
“I am more comfortable with myself; prior to journeying I could not leave the
house without make-up and my hair had to be styled.”
“I did not wear African attire. I would see a person with African attire and I
would think, you’re not African you’re Black. Nzinga has taught me to
recognize African aspect of myself. ”
“Before 1 use to think 1 was fat; 1 was a size four. I could not walk out the
house without eyeliner. Nzinga has help me with my self confidence and to
appreciate myself more.”
“I always had to have a ponytail; through the journey I opened my mind and
realized why I was perming my hair. When I cut my hair and went home it was
the shock of all time. ”
THEME: Relationship with Family
“My mother loves it. My grandmother came to my crossing ceremony. She was
my elder representative.”
“My mother’s side of the family really supports me. They feel I am doing
something positive and they love the change in me. They try to call me by my
African name.”
“My father doesn’t understand. He thinks that Nzinga is a wicked thing.”
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“When I went home for the holidays my family was so excited, they could
instantly see the change in me.”
“Nzinga has helped me to build my confidence and define my relationship with
my parents. I am now able to release a lot of things that would have probably
been kept inside and torn me down. I am learning principles to become more
Godly.”
“When I told my mother about Nzinga she really thought it was nice and
supported me.”
“I must admit that I used to run of at the mouth, I wasn’t humble and did not
listen to my elders. But, when I went home for Christmas, I had totally changed
my attitude and behavior. I had to ask my grandmother for forgiveness and also
forgive myself. ”
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“I am so grateful for Nzinga and what it is teaching me. Now I am able to listen
to my parents.”
“My family wasn’t aware of Nzinga and all they knew was what I had told them.
I think they felt I had gone off into this African thing. I know they are able to
witness the change in my attitude and has made them ask what is this Nzinga.”
“It has been hard to get my family to accept me as an adult particularly, being
the oldest child. I am very self-confident now and realize this is my life. I use a
lot of humility and patience when dealing with my family and others.”
“My relationship with my father has changed. It was like we really didn’t have a
relationship. Principles learned in Nzinga have helped me to sit down and talk to
him.”
THEME; Relationship with Others
“It has changed the way I deal with others. At home the majority of my friends
are white and they really don’t understand.”
‘Now, I can differentiate a lot quicker between who is going to be my friend and
who is not going to be there for me. ”
“My relationship has changed with my friends it took a while for a lot of them to
accept my change but most have. ”
“Now with friends I look for those who are trustworthy.”
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"I have learned a lot of past relationships really weren’t good for me and some
were. Being in Nzinga has taught me to distinguish between healthy relationships
and unhealthy relationships."
“I am going to start with men. First of all they had a problem with why I was
changing my name. I know you as blank, blank, why do I have to call you
something new.”
“I felt as if a lot of my friends did not understand what I was going through and I
knew I was on a different level.”
“My friends could not understand why I wanted to participant in Nzinga and they
treated me as if I was some kind of Martian or something.”
“I have become a much more patient person in dealing with people outside of
Nzinga. ”
“I am a very vocal person so I’ve learned with people I just have to listen to
what is going on. Participation in Nzinga has strengthened my abilities to listen
and be patient. ”
THEME: Values and Beliefs
“Participation in Nzinga hasn’t really changed my values and beliefs but it has
definitely enhance and reinforced them.”
“I am a very spiritual person. The things I learned have enhanced my
spirituality.”
“Being in Nzinga has enhanced all of my morals and beliefs, taking them to a
higher level.”
“It has made me accountable. Regarding sexual relationship participation, it has
enhanced my position. It has taught me to be strong in my convictions and do
what I say I am going to do. ”
“Yes, Nzinga has been instrumental in my development because of Nzinga I am a
more spiritual person.”
“You learn right from wrong and you can separate the two. You develop your
own moral code of conduct.”
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"I believe it is impossible for a person to be spiritual and lack morals. Nzinga
has taught me to not just speak of things but to make things manifest.”
“For me spirituality is my focus not a certain religion.”
“I have learned to focus on my spirituality. I practice discipline, and respect.
Because of the lack of values past on in my family, I do not want to repeat a
generation of teenage pregnancy and drug abuse.”
A major category of this study was self-concept. Many of the themes under this
category related to the participants need for self-responsibility and inner power in
order to overcome negative feelings of self. The themes self-responsibility,
appearance, relationship with family and others, and values and beliefs were discussed
in the participants’ narratives. Thirteen or 81.25% of the participants’ narratives
spoke of recognizing their intrinsic values, balance, inner power, and becoming
principled in their effort to become accountable adults. Nine, or 56.25% of the
participants shared that they saw a positive change in their physical appearance.
Eleven, or 68.75% of the participants stated that their relationship with facilty and
others was positively influenced due to and practicing their principles, particularly the
principle of "humility." Ten or 62.5% responded that their values and beliefs were
changed or enhanced during participation. Values such as interdependence,
spirituality, collective identity, and a change in moral beliefs and conduct were stated
as improvements. The desire to become self-responsible and obtain inner power both
relate to the programs objectives of self-empowerment and building respectful
relationships with others.
Furthermore, Nzinga Society recognizes that African American youth have
historically been confronted with many challenges to their self-concept which have
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negatively influenced their physical and psychological development. Whereas these
challenges have been well documented, the most current social indicators point to
serious losses in the areas of education, unemployment, substance abuse, suicide,
adolescent pregnancy, youth violence, etc. (Gibbs, 1989; Miney, 1994). It is the
belief of the elders of the Nzinga Society, that many of the problems African
American youth face have been attributed to the difficulties they encounter in making
a successful transition from adolescence to adulthood. Usually African American
youth attempt to initiate themselves or be initiated by peers into adulthood. This
premature attempt is characterized by the imitation of so called adult behavior such as
smoking, drinking and sexual activity. This behavior is usually practiced in isolation
from the general community/society in order to avoid punishment. Therefore, change
in status is only acknowledged by peers. This self-imposed catastrophic behavior
along with the lack of an established structure and non participation of elders detours
the developmental process. Without the participation of the elders African American
youth are not likely to experience a feeling of continuity and are not afforded the
wisdom of past generation. Thus, young people who initiate themselves into
adulthood do not have an opportunity to gain a view of themselves as part of a greater
pattern.
Unfortunately, in addition to self and peer initiation into adulthood, contemporary
American rites of passage rituals such as high school graduation, the attainment of a
driver’s license, or reaching the legal drinking age are also often unrelated to the
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developmental process (Bird, 1980, Fasick, 1988), particularly with regards to the
needs of African American youth.
The lack of cultural identity, principles and virtues, and structure are often cited
as root causes of self destructive behavior for young African Americans. Nzinga’s
aim is to restore African principles and virtues such as interdependence over
independence, spirituality over materialism, and the respect for elders over youth
worship. It is their goal to nurture all facets of the developing personality.
Hence, African American rites of passage programs such as the Nzinga Society
have been identified as strategies that can facilitate a successful adolescent transition
(Dunham, Kidwell, & Wilson, 1986; Hare & Hare, 1985; Oliver, 1989). The Nzinga
Society is designed to provide a structure and formalized process through which
young African American female college students develop the basis for a strong self
concept that will prepare them for coping with the many challenges they encounter as
they enter adulthood. To be consistent with developmental needs, Nzinga offers
(a) relevant and accurate information about one’s self and reference group;
(b) opportunities to develop psychological, social and academic competencies and
(c) principles and virtues which reinforce successful behaviors.
In the United States ethnic identity has a profound affect on one’s self-concept,
personality development and psychological growth. Ethnic identity or one’s view of
self from a group perspective refers to one’s sense of belonging to an ethnic group
and how one’s thinking, perceptions, feelings and behavior are reflective of being a
member of a particular ethnic group. Gibbs & Huang (1989) defined a positive
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reference group orientation for African American to be associated with characteristics
that include (a) knowledge of African and African American history and culture; (b)
positive esteem toward the African American group and culture; (c) belief in the
inherent strengths and abilities of African American people; (d) adherence to an
Afrocentric value system that emphasizes the positive principles of African philosophy
as reflected in the concept of “one with nature” meaning that one should recognized
one’s spiritual connection with the natural world and that positive and respectful
interactions with others should be at the core of one’s value orientation (Mbiti, 1970);
(e) demonstrable competencies and skills that are consistent with these principles and
that provide one with the ability to adequately function within the American system on
a social and economic level; and (f) commitment to activities that promote the
development of the African American community and its legitimate integration into
the wider social system.
Much research has indicated that African American youth have identity and
personality formation patterns that are a result of both cultural background and
societal oppression (Hauser, 1971; Taylor, 1976, 1989). Identity development, and
thus general psychological health and functioning of African American youth are
contingent on acceptance of their ethnic status (Jackson & Westmoreland, 1992).
Without adequate structure and positive racial identity, African American youth may
begin to feel their ethnicity is responsible in large part for their rejection and may
begin to feel being African American is bad (Jackson & Westmoreland, 1992).
102
Question four of the interview guide requested that participants discuss how
participation in the Nzinga Society enhanced or changed their ethnic identity. The
following represents the category, themes and participant quotes when asked the
question:
How did participation in the Nzinga enhance or change your ethnic identity?
CATEGORY: Ethnic Identity
THEME: Racial Consciousness and Identity
RESPONSES FROM PARTICIPANTS:
“It has help me to become a more critical thinker of my culture and my people. I
use to say that this is just how black people are. It has helped me to get away
from stereotyping African Americans.”
“Nzinga has helped me reach out to gain an understanding of my people. We all
come from the same source.”
“A lot people think that ethnic identity mean getting back to your African roots.
You don’t have to go to Africa to identify with being Black. Lx)ok at your
family.”
“It means getting involved and learning more about your people; communicating
with your people. ”
“Participating in Nzinga has helped me to put my trust in my people. I have
gotten to the point were I realize if you just ask, Black people will help one
another.”
“I don’t know why we don’t embrace our own; maybe we feel Black people are
too oppressed and not knowledgeable. ”
“Nzinga has taught me that girl if you need something, you need to see if
somebody in the group can get you what you need.”
“Now I try to relate to us and others on a more conscious level. Being genuine
and not superficial."
“I have gained an appreciation for who I am and my heritage.”
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“African Americans had to fight for what they believed in. We are a proud race
and must stick together.
“I have learned that we are a strong willed, intelligent, and surviving race, and to
be proud of who we are.”
“I have learned to be patient for things I don’t really understand and to explore
because identifying with African Americans is vital to understanding self. ”
“Nzinga has had a positive affect on my ethnic identity and how I relate to
African Americans.”
“It has enhanced my ethnic identity. Most of what I have learned from Nzinga I
had known because my mother tried to raise me to be culturally centered.”
“I have learned not to prejudge my people and to accept our differences.”
Research conducted by Hughes and Demo (1990) found positive ethnic
information for African American youth usually comes from their family, friends and
significant others. However, most negative information is received when African
American youth interact with individuals and institutions within the larger macro
social environment (e.g. school, government, media, etc.) and its general devaluation
of African American people and culture. The need to teach African American youth
resistance and how to constructively counter these negative attitudes and behaviors is
one of the objectives of the Nzinga Society.
Racial identity was the theme quoted by 10 or 62.5% of the participants as a
result of the participants’ exposure to their ethnic group, history and culture. The
Nzinga Society provided structural intervention and opportunities for psychosocial
growth, knowledge about self and group characteristics which ultimately enhanced the
participants ethnic identity.
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In conclusion, ethnicity continues to remain one of the most understudied and
underutilized variables related to successful transition into adulthood (Spencer &
Dombusch, 1990). Few studies that have incorporated some analysis of cultural
issues have shown that the establishment of a sense of ethnic identity is a crucial
factor in the adolescent’s ability to develop other forms of identity related to
occupation, ideology, and interpersonal relationships (Steinberg, 1993).
CHAPTER V
SUMMARY OF FINDINGS, CONCLUSIONS AND
RECOMMENDATIONS
The purpose of this study was to investigate the influence the Nzinga rites of
passage program had on African American female college students academic
achievement, self-concept and ethnic identity. Specifically, this study examined the
relationship between academic/nonacademic variables, cultural synchronization and
the psychosocial development of African American female college student attending
historically Black.college or university. This study was directed by the following
research questions:
1. How did participation in an African American female rites of passage program
influence the participants’ academic achievement?
2. How did participation in an African American female rites of passage program
influence the participants’ self-concept?
3. How did participation in an African American female rites of passage
program influence the participants’ ethnic identity?
The sample of this study consisted of 16 Nzinga participants. The researcher





The findings from this research provide some support for the impact the rites of
passage programs had on the participants’ academic achievement, self-concept, and
ethnic identity. However, caution must be exercised in drawing causal inference from
these findings. Qualitative research was used and focused on individual interpretation
as opposed to making generalizations to the larger population by explicitly testing a
given theory or hypothesis on a representative group of subjects. Thus, no
experimental design was employed that allowed inferential analysis and
generalizability. However, data were analyzed inductively, and these findings can be
discussed only in terms of how they might be transferable to other individuals with
similar experiences and backgrounds.
Data collected suggested that participation in the Nzinga rites of passage
program had a positive influence on academic achievement, self-concept, and ethnic
identity of the participants. This influence was consistent with the programs goals
and objectives. As indicated in Chapter Five, Table 5.4, the academic achievement/
grade point average of over eighty percent of the participants increased during the
time of participation in the Nzinga rites of passage program. This increase in
academic performance is reflective of the programs goal of pushing for excellence.
Data also indicated that one of the primary goals of the Nzinga rites of passage
program is the establishment and maintenance of a positive sense of self-concept and
ethnic identity in its participants. This seemed to have been an overwhelming
outcome for those who participated in the programs.
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In reference to self-concept, many of the participants’ responses related to an
improved self-concept. For example, some of the themes that were identified (i.e.
self-improvement, and self-responsibility) emphasized the participants’ ability to
recognize the need for self-correction. Self-correction relates to the program’s
objective of helping participants to achieve social maturity and awareness without
engaging in self-defeating behavior. Through self-correction participants acquired the
necessary skills to survive in a non-benevolent and sometimes hostile society.
Another theme that was presented in the narratives of the participants which
correlates with the research question on self-concept was becoming a principled
person. The Afrocentric view of collective responsibility, harmony, inner peace and
learning from mistakes all related to the programs five fundamental principles
(humility, spirituality, wisdom, nurturing and forgiveness) and objectives for self¬
transformation.
The history and culture of Africans and African Americans were the basis for
most of the experiences of the rites participants. Many of the responses indicated the
importance of cultural heritage, community responsibility, ethnic consciousness, and
self-concept seemed to have been improved by participants’ new view of cultural
heritage.
In summary, the influence the Nzinga rites of passage program had on its
participants were improved cultural awareness and knowledge, improved self-concept,
improved relationship with elders (adults and parents), improved academic
performance, and improved sense of ethnic identity.
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Conclusion
Literature collected for this study suggested that the main function of education is
to transmit culture. Culture is patterns of behaviors, ideas, attitudes, values, habits,
beliefs, customs, language, rituals, ceremonies and practices peculiar to a particular
group of people (Noble, 1991). Education is the process of transmitting from one
generation to the next knowledge of the uniqueness of a culture belonging to a
particular group of people. Every cultural group must provide for this transmission
process or it will cease to exist. The U.S. culture which traces its ways of thinking,
philosophical foundations, and precepts of knowledge to the culture of Western
Europe for generations has used educational institutions to reverence its Western
European cultural heritage. However, while, glorifying its European homage through
education, at the same time through the processes of omission, distortion and
misrepresentation of facts, the U.S. has devalued other cultures in this society who do
not trace their origins to Western Europe.
Consequently, African centered rites of passage programs complement the goal of
education to transmit from one generation to the next the accumulated wisdom and
knowledge of African and African American culture. Rites of passage also prepares
African American youth for their future membership in the society and their active
participation in its maintenance and development. Rites of passage programs not only
transmit from one generation to the next cultural respect it also encourages a sense of
self, a sense of controlling one’s destiny, and purpose. A sense of self is an essential
part of education. A culture must transmit the basic necessities for developing self. A
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sense of self is the basis of the ability to determine which experiences, values and
people are harmful and which are helpful. This research affirms that the purpose of
rites of passage is to provide rituals and ceremonies that reflect the heritage and
philosophies of a culture in order to transmit the tenet for positive development. This
strongly implies that there must be high cultural synchronization between the heritage
of self and the cultural base of the rites of passage program. In accordance to the
aspect of excellence in rites of passage, education must be relative to the student. A
student must be able to interpret and transform the information present in order to
make the school experience educative. Because African American students often lack
cultural synchronization with the values and ethos of the curriculum and the school
systems, it is important that African American students receive an education that is
complimentary to values and ethos which promote positive African and African
American cultural reverence and excellence. Education when done properly will
empower African American students to fulfill purpose, as determined through their
sense of self.
Rites of passage is not a panacea for current problems associated with education
and psychosocial development of African American students. However, when rites of
passage is joined with euucation and community it can serve to facilitate youth
empowerment. The culturally specific program examined in this study included not
only the educational environment but also utilized the African American community
and its elders - which is consistent with the African cultural tradition of the village
being responsible for the raising a single child. When properly implemented, rites of
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passage can be used as a collaborative process that combines education and African
and African American culture in facilitating the positive development of African
American youth. Rites of passage programs have been developed to cater to the
psychosocial and the sociocultural needs of African American youth. These programs
have implications for understanding the developmental process of African Americans
throughout their life span.
The need for massive, bold, and creative intervention programs to address the
urgent educational and psychosocial needs of African American students is evident. If
educators, administrators, counselors and other relevant school personnel can provide
meaningful alternatives to underachievement, teenage suicide, violence, drugs,
teenage pregnancy, etc., more African American youth will reach their highest
potential. Furthermore the educational process must help African American students
discover ways of attaining adulthood that are positive and life affirming.
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Accordingly, the socialization of African American students is by no mean an
easy task. The education agenda, aim, and content for African American students
needs to be rearranged around values and principles that are best for African
American people. African American students must know themselves. "I am because
we are. We are because 1 am." This African proverb captures the reality that
knowledge of self as individual human beings is embedded in a sense of peoplehood.
The preservation and strengthening of African American students is a challenging
process, however, it is not an impossible one.
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Recommendations
This researcher recommends that scholarly research be conducted with the
expectation that it will both add to the body of knowledge regarding rites of passage
and the enhancement of the psychosocial development and academic achievement of
African American students. This researcher feels that there are many implications for
this study for change on all educational levels (elementary, secondary, and post¬
secondary), Most importantly excellence for African American students will not
become a reality until African American students are exposed to classroom settings
and curriculums that are culturally stimulating and motivating. It is important to note
that education as well as curriculum development are cultural phenomena. Curricula
are tools of education and part of the problem has been in the way culture in general
and African and African American culture in particular, has been defined and applied
to the educational experience. Educators, administrators, counselors and other
pertinent school personnel must become more actively involved in the education and
the psychosocial development of African American students and see to it that
curriculum content truly aide in enriching the psychosocial development and
educational experience of African American students. Why is it so hard to see that
African American students need to know the Kingdoms of Mali, Ghana, and Songhay
no less then they know about Athens and Rome? In the words of Dr. Johnetta Cole,
"To know about Thomas Jefferson, but to know nothing of his mistress, or sister
Sally is not to know Jefferson. To know the geopolitics of Europe, but not to know
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that Brazilians speak Portuguese, not Spanish and that Brazil has the largest African
American population in the world is to be truly. Carter G., "miseducated."
In order to combat the plaguing problems of academic failure, miseducation,
violence, drug use, school administrators must organize programs that will allow for
innovation and intellectual growth that will enhance cultural awareness and positive
ethnic identity. By providing African Americans students with culturally relevant
curriculums and positive identity reinforcement, school administrators can receive
some assurance that more African American students will be able to take advantage of
opportunities that will enable them to govern the forces and resources of their own
communities and destinies. Hence, via higher education, African American students
can become this nation’s leaders rather than the nations underclass due to a
miseducation and a stifled social development.
In order to enhance the academic achievement of African American students,
administrators must begin to develop curriculum method that will focus on both
academic and social needs of these students. Understanding African American
students culture, heritage, and psychosocial development must come into play during
the instructional process. Furthermore, schools must find ways to exert more social
influence on students that will persist into adulthood. These influences should
promote positive self development, ethnic identity and acceptance and respect of
others in order to provide rewarding cultural and intellectual experiences for
everyone.
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This investigator recommends that the following research activities be performed
in order to gain greater insight into the value and influence of rites of passage
programs on the academic as well as the psychosocial development of African
American students:
(1) Research should be conducted with the Nzinga program to examine how
lasting will the impact be given that the participants had just completed the first level
of the program.
(2) Research should be conducted with the Nzinga program to examine why some
participants are more affected by the program than others.
(3) Research should be conducted to investigate the influence of participation in
the Nzinga rites of passage program on participants graduation and retention rate.
(4) A longitudinal study should be conducted examining the academic success of
previous participants in the Nzinga rites of passage program.
(5) A comparative analysis study should be conducted investigating the influence
of the infusion of Afrocentric rites of passage programs in public elementary, middle,
and secondary schools.
In conclusion, this study has made a contribution to an area of knowledge that
has historically received scant attention. Hopefully, the present effort will provide an




1. The institution of higher learning I attend is?
1. CAU 2. Spelman 3. Morris Brown
2. My major is in the area of
3. My classification is:
1. Freshman 3. Sophomore 5. Senior
2. Advanced Freshman 4. Junior
4. My GPA for Fall 1995 was:
1. 4.0-3.50 2. 3.49-3.00 3. 2.99-2.50 4. 2.49-2.005.below 2.00
5. My expected GPA for Spring 1996 will be:
1. 4.0-3.50 2. 3.49-3.00 3. 2.99-2.50 4. 2.49-2.00
5. below 2.00
6. I was raised in a community that was approximately:
1. 100% African American 2. 75% African American
3. 50% African American 4. 25% African American
5. less than 25% African American
7. The high school I attended was approximately:
1. 100% African American 2. 75% African American
3. 50% African American 4. 25% African American
5. less than 25% African American
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8. The educational level completed by my mother was:
1. elementary school 2. high school
3. 4 year college 4. community college
5. technical college 6. graduate school
7. professional school 8. do not know
9. The highest educational level completed by my father was:
1. elementary school 2. high school
3. 4 year college 4. community college
5. technical college 6. graduate school
7. professional school 8. do not know
10. I live with my:
1. mother only 2. father only
3. mother/father 4. guardian
11. My family’s approximate income level is
1. less than - 20,999 2. 21,000-29,999
3. 30,000-39,999 4. 40,000- 49,999





1. What made you want to participate in the Nzinga Society?
2. Describe the "Rites of Passage" program/process?
3. How has participation in Nzinga affected your self-concept?
(a) How do you feel about yourself?
(b) How do you feel about your physical appearance?
(c) How do you relate toothers (family, friends, women, men)?
(d) How do you feel about your values and beliefs?
4. How Has participation in Nzinga enhanced or changed your ethnic identity?
5. How has participation in Nzinga changed or enhanced your understanding of
African and African American Culture?
6. What were your most significant and stimulating experiences during the journey?
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